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ABSTRACT 
AN EXAMINATION OF THE MASSACHUSETTS SUPERINTENDENCY: 
EMERGING ROLES AND ISSUES OF CONCERN 
FEBRUARY 1999 
LORI J. PINKHAM, B.L.S., BOSTON UNIVERSITY 
M.Ed., BOSTON UNIVERSITY 
Ed.D., UNIVERSITY OF MASSACHUSETTS AMHERST 
Directed by: Professor Patricia Anthony 
For the past several decades the role of the superintendent has been that of 
educational manager. With the advent of educational reform the superintendent’s role 
has changed. Since the 1956 Gross study of the Massachusetts superintendency, it has 
been unclear how and in what directions the superintendent’s role has evolved. This 
study was designed to clarity the process and substances of this evolution. 
The primary purposes of this study were to examine the emerging roles and 
issues of concern for the Massachusetts superintendent. Personal and professional 
profile data on the superintendency in Massachusetts were reported. This information 
was generated through the analysis of a survey questionnaire instrument administered to 
superintendents in Massachusetts and the conducting of in-depth interviews with eight 
superintendents from separate communities in Massachusetts, followed by interviews of 
two minority superintendents. These data about the Massachusetts superintendency 
were then compared and contrasted to state data obtained in the 1956 study. The author 
examined data obtained from the 1992 Glass national study of the superintendency. 
Vll 
The study took place in Massachusetts during 1996. Those serving as "full" 
school superintendents in Massachusetts, a population of 275 full-time superintendents, 
participated in the descriptive study which consisted of a 45-item questionnaire. 
Additionally, eight superintendents in Massachusetts participated in the in-depth 
interview study, as well as two minority superintendents. General categories of 
questions from the survey were reflected in the in-depth interviews. The following 
primary conclusions were drawn. The role of the Massachusetts superintendent is 
changing to meet current societal impacts on public education. Massachusetts 
superintendent profiles vary in their personal, professional, educational, and 
experiential factors. Massachusetts superintendents display an identifiable profile in 
relation to role expectations and current issues of concern. Massachusetts 
superintendents reflect an identifiable profile concerning superintendents’ perceptions 
on the impact of education reform. Comparisons can be made between Massachusetts 
superintendents and superintendents nationally on the issues of minorities, women, and 
preparations for the office of the superintendent. 
Vlll 
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CHAPTER 1 
INTRODUCTION 
Background of the Problem 
Since the late 1800s the role of the school superintendent has expanded. 
The superintendent has taken on responsibilities commensurate with the social and 
economic changes in the community. First, as overseer of the community school, the 
superintendent had relatively few responsibilities. As the community increased in size 
and proportion in terms of accommodating students of school age, the superintendent’s 
role changed to encompass concerns of a larger educational setting. Through each of 
the major periods of the history of the United States, the school superintendency has 
grown and changed to reflect historical and management trends. These changes mirror 
differences in attitude and expectation regarding what the superintendent and school 
environment are to provide for the educational welfare of the students within the 
district. With each major change in the periods of the superintendency, responsibilities 
have been increased, making the superintendent’s role one of great complexity. 
The superintendent today faces demands to continue to provide traditional 
leadership and yet to forge ahead in directions appropriate to the changes in educational 
climate concomitant with the needs of the 1990s and beyond. 
The public school student of the 1990s is a far different student than the student 
of twenty years ago. According to Hodgkinson, five million of America’s youngest 
citizens live in poverty (1996, p. 5). Young adolescents are the age group most targeted 
as victims of violent crime (1996, p. 5). High school dropouts form most of the 
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population of America’s prisons (1996, p. 12). Children who are unattended while their 
parents are working have double the rate of involvement with dangerous drugs (1996, p. 
5). Most American adults do not have daily or weekly contact with children and youths, 
due to a decline in the population of children generally and a decline in the numbers of 
households that have children in the public schools (Hodgkinson, 1996, p. 5-6). Ethnic 
and minority populations, especially among Blacks and Hispanics, are increasing 
dramatically. Large minority increases in the numbers of young children are expected 
in the immediate future (1991, p. 8). 
With the advent of school reform in Massachusetts, the superintendent continues 
as "chief executive officer of the school system...responsible for the performance of the 
schools" (Commonwealth of Massachusetts Department of Education, 7). Given these 
changes cited in our society, the superintendency is a position of awesome 
responsibility. 
Statement of the Problem 
For the past several decades the role of the superintendent has been that of 
educational manager. With current and projected demographic and sociological 
changes in our society, the public schools are changing. As a result, the 
superintendent’s role is being affected. The advent of educational reform, coupled with 
larger societal changes, has resulted in a superintendency that is different from that of 
previous decades. How and in what directions the superintendent’s role is evolving is 
an uncertainty; a study examining this needed to be conducted. How today’s 
superintendent is rising to meet these changes is uncertain. 
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Purpose of the Study 
The purpose of this study was to examine the superintendency to determine how 
and if the role has evolved and changed to meet the dynamic and significant educational 
issues of public education today. There are five main purposes for conducting this 
study: 
1. to determine whether the role of the superintendent has changed in face 
of changes in society and the type of student enrolled in the public 
schools. 
2. to generate information related to personal characteristics, professional 
preparation, training and experience, role expectations, and current issues 
of concern to Massachusetts superintendents through the administration 
and analysis of a survey questionnaire instrument. 
3. to generate information related to preparations for the superintendency, 
professional experiences, current role, current issues of concern, role 
changes, future issues of concern of Massachusetts superintendents 
through interviewing superintendents from eight representative 
communities within the Commonwealth. 
4. to compare and contrast issues affecting the superintendents of 
Massachusetts with the results of a national survey instrument 
administered to superintendents throughout the United States. 
5. to determine how the recent Education Reform Act of 1993 impacts the 
superintendency in Massachusetts. 
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The study attempted to answer the following research questions: 
1. How has the role of the Massachusetts superintendent changed to meet 
current societal impacts on public education? 
2. Is there an identifiable profile of the Massachusetts superintendent 
indicating commonality in personal, professional, educational, and 
experiential factors? 
3. Is there an identifiable profile of the Massachusetts superintendent in 
relation to role expectations and current issues of concern? 
4. Is there an identifiable profile of the Massachusetts superintendent 
concerning superintendents’ perceptions of the impact of education 
reform? 
5. How do the Massachusetts superintendents compare with 
superintendents nationally on the issues of minorities, women, and 
education for the office of the superintendent? 
Significance of the Study 
This study has provided current information of a descriptive and qualitative 
nature about the Massachusetts school superintendency. Personal characteristics of 
superintendents were provided, as was information about the professional preparation, 
training, and experiences of superintendents. Role expectations of the superintendents 
were discussed. Current issues faced by superintendents have been presented, as well as 
their predictions for future issues of concern. An in-depth analysis of special topics of 
concern to Massachusetts superintendents has been provided, including representative 
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superintendents’ reactions to the Education Reform Act of 1993. A comparison has 
been made with national statistics and norms available on the superintendency, obtained 
from the American Association of School Administrators. 
Definition of Terms 
Certified - approved by State Department of Education as meeting requirements 
necessary for teaching or administration at particular grade levels in the public schools 
Change Agent - person knowledgeable about and responsible for instituting 
change in the organization, specifically in the school district or building site 
Commonwealth Charter Schools - are public schools that are autonomous, i.e., 
do not need district approval to seek a charter and are not under a district’s control. 
These charter schools must observe all regulations for public schools with the exception 
of state regulations regarding the certification of teachers. 
Education Reform Act of 1993 - passed in 1993 by the Massachusetts State 
Legislature, authorizing a comprehensive examination and restructuring of local school 
departments, which included fiscal, curricular, and instructional mandates. 
"Full" Superintendent - designated as the chief executive officer of the school 
district by the local school board and assumes responsibility for all aspects of public 
education in the district; as differentiated from acting superintendent, associate 
superintendent, assistant superintendent, which positions reflect some but are not. 
inclusive of all aspects of school administration for which a full superintendent is 
responsible. 
Horace Mann Schools - are charter schools that remain within a district. The 
local school committee and bargaining union must approve the creation of a Horace 
Mann Charter School before application is made to the state. Teachers are not bound by 
hours stipulated by the union; however, all other bargaining regulations apply. 
"KOCs" - "Kinds of Communities" listing developed by the Massachusetts 
Department of Education for administration and analysis of the Massachusetts 
Educational Assessment Program; groups like communities within the Commonwealth 
into eight categories, including urbanized centers, economically-developed suburbs, 
growth communities, residential suburbs, rural economic centers, small rural 
communities, resort/retirement/artistic, vocational/technical. 
Management Style - combination of factors contributing to techniques used by 
organizational manager related to use of staff and other resources to promote efficient 
and orderly running of organization. 
Superintendent - highest-ranking official in the school district; responsible for 
all aspects of public education, pre-kindergarten through grade 12; appointed by local 
school board in Massachusetts. 
Delimitations of the Study 
The participation of superintendents in the descriptive study was limited to those 
serving as "full" school superintendents in Massachusetts according to the 1994 listing 
provided by the Massachusetts Department of Education (Appendix F). 
The participation of superintendents in the qualitative study was limited to a 
representative sampling of school superintendents in Massachusetts. These 
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superintendents were selected from the listings provided in "Kinds of Community" 
(Massachusetts Department of Education). The "Kinds of Community" were as 
follows: urbanized centers, economically developed suburbs, growth communities, 
rural economic centers, small rural communities, resorts/retirement/artistic, vocational- 
technical schools (see Appendix A). 
Outline of the Study 
Chapter 1 included the background of the problem, statement of the problem, the 
purpose of the study including research questions to be answered, the significance of the 
study, definition of terms, delimitations of the study, and an outline of the study. A 
review of the related literature was presented in Chapter 2. In Chapter 3 were presented 
research studies on the role of the superintendent. Chapter 4 presented the research 
design and methods. Population and sample, instrumentation, data collection, data 
analysis, and limitations to the design were included. Chapter 5 presented research 
results and discussion, including evaluation and display of the data. Presented in 
Chapter 6 was a summary of the study, as well as conclusions drawn and 
recommendations made for further study. 
7 
CHAPTER 2 
A HISTORICAL REVIEW OF THE SUPERINTENDENT’S 
ROLE FROM 1910 UP TO THE PRESENT 
Introduction 
The school superintendency is a position of multiple responsibilities as the chief 
executive must monitor and promote the smooth workings of all aspects of the public 
schools. The position had its beginnings in the United States during the period of 
implementation of education of the common man, the 1800s. Numerous changes in 
social and political climate molded the role of the superintendent from its inception in 
the 19th century to the present time period. The superintendency has become more 
diverse and the need for changes in the educational system more pronounced. 
Since the 1980s there have been numerous calls for educational reform. Reform 
measures have been targeted at: staffing patterns, curriculum, the organizational 
structure, and state and local funding mechanisms. Because of the unique roles of the 
superintendent, this person functions as a prominent leader in educational innovation. 
The focus of this section of the study was on a review of the literature relating to 
the school superintendency. The formation of the different roles of the superintendency 
from a historical perspective was examined as were changes in the role of the 
superintendent. Several models of innovative management styles applicable to 
education also were examined. Pertinent information about the current need for 
educational reform and how this impacts the role of the superintendency were presented. 
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Superintendents Role to 1910: Instructional and Managerial 
Concerns about education in the earliest communities prior to the 1800s centered 
around preventing abuses of power in governance. Such abuses were seen in the 
workings of royal governors and were loathsome to the early colonists. Therefore, it 
was with the most serious intent that these colonists sought to prevent a similar unfair 
wielding of power in their schools. 
In the early New England town meetings, all decisions regarding the staffing, 
running, and maintenance of the local school in various communities rested with the 
citizenry in the form of the annual town meeting. In other communities educational 
decisions were made and supervised by a local governmental body. 
The functions and duties of teachers were to remain strictly in the realm of 
instruction and concern with the welfare of the student charges. As populations 
changed and increased, the duties in some cities were relegated to a supervisor 
(Griffiths, 1966). Very rapid changes in population, mostly centered in cities as 
opposed to rural areas, increased the responsibilities of those who were entrusted with 
overseeing the children’s education. Particularly as immigration greatly affected 
population in the middle of the 19th century, there emerged in the schools a need for 
close maintenance and supervision to ensure that all the proper educational needs of 
students were being met. 
Griffiths (1966) cited difficulties faced by members of local boards of education. 
It is hard to generalize what specific types of decisions were made in cities and towns 
by the boards of education since each board was responsible for determining, within the 
mandates of local and state law, the types and kinds of data that it required in order to 
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make decisions about education in the community (Theisen, 1917). There were 
volumes of business matters to attend to in the course of board meetings. Cubberley 
warned of the bungling of management of educational affairs that was inherent 
"...through the attempt of such boards to manage the schools by means of a large 
number of standing committees" (Cubberley, 1916, p. 112f). Examples of issues 
attended to by a local board of education were the institution of a committee on finance 
and the changeover from making committee policy to making board policy (Griffiths, 
1966). The board had to insure that appropriate decisions were made about matters 
pertaining to the business and education departments of the school district. In all 
communities there was the constant questioning of the extent of the board of 
education’s capacity to perform as an advisory or a decision-making body (Theisen, 
1917). 
In Springfield and Worcester, Massachusetts, as in other towns, there was a very 
serious attempt at "lay administration"; board members took their responsibilities very 
much to heart and realized the necessity of frequent visitations and monitorings at the 
schools. In an 1847 report of the Boston School Committee, it was repeatedly cited that 
there was "no one" available to fulfill the following functions: to monitor plans for 
school buildings, to fill a teacher vacancy, to assist the teacher with curriculum and 
methods, to apply the proper philosophy, to ensure that all school-aged children were 
being serviced, to oversee important business brought before the school board, to 
monitor the timely transfer of children from school to school and level to level, to 
inform the public about the mission of the schools, to supervise school libraries, and to 
monitor and supervise the schools as needed (Griffiths, 1966). 
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Election Versus Appointment of Early Superintendent 
Early superintendents were elected or appointed, sometimes with benefit of town 
or state charter, sometimes without such laws. According to Reller, only Springfield, 
Massachusetts, in 1884, appointed its superintendent via the town meeting (Griffiths, 
1966). One of the earliest dated beginnings of the superintendency was the 
establishment of the Superintendent of Common Schools to the New York State 
legislature in 1813 (Blumberg, 1985). 
The superintendency was established in cities either by action of cities 
themselves or by the power available through state law. In locations where a strong 
county government system was established, this organization could be responsible for 
the appointing of assistant superintendents. The intermediate or county superintendent 
position was established as an outgrowth of the function of the regional school 
supervisor (Wilson, 1960). 
Gilland, who studied the duties of the first superintendents in cities, established 
that "the greatest number of duties were in instruction and the smallest number in 
financial administration" (Griffiths, 1966, p.9). Typically in cities there was a great deal 
of conflict over the role of the superintendent (Blumberg, 1985). 
The duties of early superintendents were many and varied and, according to 
Gilland, included the following: reporting to the board of education, reporting to 
committees of the board of education, financial administration, maintenance of the 
school plant, writing annual reports, monitoring the teaching staff, overseeing 
instruction, maintaining pupil personnel records, running the superintendent’s office, 
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directing the high schools, and fulfilling other responsibilities necessary to education in 
the cities (Griffiths, 1966). 
The overseeing of such duties placed a lot of responsibility on both the 
superintendent and the board of education, although Griffiths stated that it was primarily 
the school boards that assumed administrative responsibilities, leaving the 
superintendent as a figurehead in terms of actually fulfilling the functions of the 
executive officer (Griffiths, 1966). 
Early superintendents concerned themselves primarily with the scholarly aspects 
of education and still were not delegated that much power or authority over the business 
aspects. These superintendents exchanged information and reports with each other and 
eventually banded together to form such associations as the National Association of 
School Superintendents (1865), the National Education Association (1870), and the 
organization which later became the American Association of School Administrators 
(Griffiths, 1966). Cubberley’s influential ideas about administration and composition of 
the board of education (Zeigler, 1985) were published in the early 1900s. He specified 
which types of people would be preferred for membership on the school board, favoring 
men with business backgrounds and experience in Targe business undertakings’ and not 
recommending ‘inexperienced young men, men in minor business positions and 
women’ (p. 85). 
The emphasis in the early 1900s was not so much on the superintendent as 
scholar but on the superintendent as businessman. School management was expected to 
follow that of business and industry. Critics became more vocal and extensive in their 
examination of education. School management was said to be inefficient and 
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uneconomical when compared with the advances and successes met in business and 
industry. Callahan discussed the response of the superintendents to this increasing 
pressure. As a means of counteracting such criticisms, and to further legitimize their 
position to promote changes within education, the superintendents argued that they be 
given authority comparable to that of their counterparts in business and industrial 
management. Along with the superintendents’ insistence for increased authority came 
the reduction in size of the school board and centralization of the position of 
superintendent (1982, p. 209). Company policies of businesses such as the 
Pennsylvania Railroad Company, the New York Telephone Company, and Metropolitan 
Life Insurance Company were compared to school department policies. Theisen 
postulated that just as a company executive was given broad scope of authority, the 
same should be given to the school executive (Theisen, 1917, and Callahan, 1962). 
The focus of the superintendent’s responsibilities ranged from that of manager to 
curriculum leader. Theisen advocated the superintendent being given the authority to 
hire, promote, transfer, and terminate teachers. Additional responsibilities that needed 
to be assumed by superintendents included selection of textbooks, determining the 
course of studies, and approval of selection and construction of buildings (Theisen, 
1917). 
There was a heavy emphasis on American business values and the 
accompanying critical examination of social and political problems caused by rapid 
industrialization (Griffiths, 1988). Newspaper muckrakers and other crusaders for 
change put the onus for societal problems, including education, on improper use of 
business techniques. In 1909 Leonard Ayres (Griffiths, 1966) appealed to the American 
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public’s sense of economy and mindfulness of reform. His publication. Laggards in 
Our Schools, pointed to the inefficiency and waste present in American schools. He 
even used such business vocabulary as ‘raw materials, finished products, index of 
efficiency’ when referring to children, school graduates, and school progress rates. 
Callahan stated that it was increasingly important for superintendents, in order to 
survive professionally, to contend with and "to appease their most powerful and vocal 
critics" (1962, p. 52). Particularly as the printed press was gaining large 
subscriberships, superintendents were beset by "the power of public opinion and by 
pressure groups...and the security of educators declined accordingly" (Callahan, 1962, p. 
53). 
Superintendent’s Role. 1910-1945: Public Relations 
During the second formative stage of the superintendency, the movement of 
Progressivism was important to education and brought about changes in the role of the 
superintendent (Griffiths, 1966). Progressivism embraced the following. It was 
considered necessary for the curriculum to include such concerns as the health of the 
student and the welfare of the family and the larger society. The application of 
principles of educational psychology and philosophy was encouraged. The individual 
student as learner and the requirements for improving each child’s learning were 
stressed. Strengthening the society through education, particularly in the arts and 
sciences, was emphasized. 
Peterson stated that superintendents willingly embraced these additions in 
responsibility, although, "at the same time, they were interested in divesting themselves 
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of day-to-day obligations that were merely time-consuming and hardly status 
enhancing" (1985, p. 163). Of great importance was the delineation of the 
responsibilities of the superintendent and of the school board, "more autonomy in 
running the system, and less personal involvement in day-to-day maintenance 
decisions" (Peterson, 1985, p. 170). 
Prominent in this time period was the cult of business methodology. Callahan 
examined the school superintendency in the early 1900s. He found the superintendency 
to be severely weakened by the emphasis placed upon business. He stated that he was 
especially surprised to find ‘...the strength of the business ideology in the American 
culture on the one hand and the extreme weakness and vulnerability of schoolmen, 
especially superintendents, on the other’ (Griffiths, 1966, p. 21-22). 
Callahan said that it was to the detriment of education that "instead of 
approaching the study of administration through the social sciences, school 
administrators applied the ‘science’ of business-industrial management as they 
understood it" (1962, p. 245). 
According to Callahan, the superintendent from the time period should have 
been sensitized to the importance of the "vulnerability thesis". "The fact that he was 
not, and was guided by business-industrial pressures is the tragedy of American 
education" (Griffiths, 1966, p. 23). 
Changes Impacting the Sunerintendencv from the 1900s to the 1940s 
In line with fiscal accountability and a smooth, business-like functioning, there 
were significant changes made in education. The platoon system was instituted for 
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grades 1-12. This system was designed for maximum use of plant facilities, of rooms 
within the facilities, by rotating students through different work/study stations during 
the course of a day (Griffiths, 1966, p. 23). 
According to Griffiths (1966, p. 26), the second major educational change from 
the time period was in the adoption of accounting procedures - recordkeeping and the 
use of cost accounting. Recordkeeping included keeping up-to-date histories of 
children’s progress and grades in school. Cost accounting had as its purpose to 
"determine costs of education and to establish standards for the purpose of cutting costs 
and demonstrating efficiency." 
Demonstrating efficiency was considered so central to education that efficiency 
experts were hired. There were three important results of this trend. Tests were 
administered; local fact-finding bureaus were established, and surveys for school 
personnel were used. Hosts of standardized tests were constructed and administered. 
Standardized intelligence tests were developed in the first decade of the 1900s. Tests in 
the areas of handwriting, arithmetic, spelling, drawing, reading, and language ability 
were available for use in the school districts. Superintendents saw the connection 
between utilization of such measures of achievement and satisfying the public’s demand 
for demonstration of efficiency in education (Griffiths 1966). Fact-finding bureaus had 
as their purpose "to help discover better methods for administering and supervising 
schools and for teaching the subjects of school curriculum" (Griffiths, 1966, p. 29). 
Scores of superintendents received their training at Teachers College and other 
institutions specializing in curricula pertaining to "...the routine, the technical, and the 
business aspects of the position" (Griffiths, 1966, p. 31). Jesse Newlon advocated for 
the study of administrative dynamics that would incorporate findings from the social 
sciences; this heretofore had been sacrificed in favor of business management tracts. 
Although not applied during his lifetime, Newlon’s ideas were very influential in 
education during the 1960’s when the importance of integrating knowledge from the 
social science disciplines was seen as integral in the professional training of 
superintendents (Griffiths, 1966, p. 33). 
Improvements in Training. Superintendent’s Role, 1945-1970 
After World War II, several changes marked the field of education and the 
influence of the school superintendent. School districts in the U.S. numbered above 
100,000, necessitating that more people be hired for superintendency positions. 
Vacancies were created due to the small supply of people qualified to assume the 
position. Every aspect of teacher and administrator training and certification was under 
examination. As the pool of trainees for the superintendency enlarged and the demand 
for trained administrators increased, university programs needed to be updated, and 
these needed to reflect current research in educational administration (Griffiths, 1966). 
Reforms in Superintendencv 
The Kellogg Foundation recommended that there be improvements in the 
training of school administrators. Certification for administrators was not standardized 
in terms of required degree preparation. Certification requirements needed to be 
updated as there was great disparity existing in state standards for administrators’ 
certification. Administrative preparation as well as teacher preparation through 
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university programs had to be upgraded. There was a need for the integration of theory 
and research in the university training programs for school administrators (Griffiths, 
1966). These factors led to the adoption by the American Association of School 
Administrators of reform in school administration. Griffiths characterized this period as 
one of "ferment in school administration" (1966, p. 37) due to the in-depth examination 
of administrative philosophy, training, and practice in the public schools. 
A theoretician of educational administration, Willard Spalding, recommended 
that numerous changes be instituted in the American school superintendency. Although 
Spalding advocated for his reforms in 1955, in them can be seen an echoing of present- 
day concerns in school reform. 
For Spalding the natural hierarchy within educational administration should not 
pose a threat of any sort to the superintendent, that the superintendent "...cooperates 
with this leadership so that the inherent resources of the human group are used fully" (p. 
13). Spalding posed the possibility of sharing authority and responsibility in 
educational decision-making by persons other than superintendents. 
Spalding pointed out conflicting notions about school efficiency. He first posed 
the use of efficiency in teaching, meaning teaching students how to learn instead of 
concentrating just on a particular discipline to be learned. Next Spalding examined 
efficiency as resulting in "production of the desired changes in the knowledge, values, 
and behavior of pupils" (p. 19). The examination of how the organization is managed 
could, according to Spalding, be done, but he questioned applying the same efficiency 
standards to assess "what is taught or how it is taught" (p. 20). 
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The fourth criterion that needed to be examined in each school district was the 
carryover of efficiency into the realm of human relations involving the school staffs. To 
effectively evaluate a school system, Spalding advocated relying not just on one 
variable as a judge of efficiency of administration but on establishing zones of 
equilibrium to give a multi-variable view of the organization. A zone of equilibrium 
was defined as "... notions of the maintenance of zones of compatibility or harmony 
between contradictory and contending points of view" (p. 24). Spalding seemed to 
promote a systems view, a looking at different factors that together impacted the 
running of a particular school system. 
Spalding reminded us that in examining philosophy, theories, and methods of 
education, we should apply the wisdom of Horace Mann. In his quest to improve 
American education, Mann examined German educational models. He incorporated 
only those things that could apply directly to and "... were consistent with our system 
of government and human relations" (p. 41). Spalding (1955) offered three models for a 
superintendent’s decision-making. Decision-making could be done only by the 
superintendent; the superintendent could select a group to act in his stead, and the 
members of the system could determine the membership of their decision-making 
bodies. 
Spalding outlined the roles of the superintendent of the 1950s. The 
superintendent had direct responsibility to the community. Communication between the 
school system and the community was dependent upon the superintendent. The 
superintendent represented to the community the ideas of the educational staff and 
functioned in an educational capacity to the members of the school system. Although it 
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could cause problems, the superintendent might have a peer relationship with teachers 
of the school system. Lastly, the superintendent was a manager and an employer. 
Wilson (1960) stated the following when he summarized practices of the 
superintendent of the 1950s and advocated administrative practices for the 1960s. All 
school board policies needed to be in writing. Wilson felt that material should be 
generated in a timely fashion from the school department, explaining pedagogy and 
what the children had learned during the past school year. The formation of citizens’ 
committees was recommended, as was the distribution of questionnaires to parents to 
determine their feelings about educational concerns. He felt that a cantankerous critic 
of the school department could be invited to run for the school board and that this would 
be a judicious thing for the superintendent to encourage. Wilson advocated that critics 
of the school system be invited to school affairs, thus involving them in the educational 
process. 
Winfield Smith, a Vice-President of the National School Board Association in 
the late 1960s, recommended that school administrators incorporate all groups being 
affected by a particular school policy into the policy decision-making itself. Echoing 
similar concerns to those of school reformers of the 1990s, Smith urged the 
superintendent to become leader to both the school and the outside communities. "To 
do so, the superintendent must become aware of the interrelationships of social 
institutions, the impact of our vast and rapid social change, the responses that public 
education is making to social change, and how these responses may be intelligibly 
directed" (Ashby, 1968, p. 98). 
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Commenting on the intricacies of working with the school board and the 
tendency of the superintendent to "become the board man", one observer felt that 
"unless he (the superintendent) can devise a structure of some kind that will permit him 
to continue as educational leader of an educational situation, I don’t think he has a lot to 
say about where he ends up" (Ashby, 1968, p. 110). 
Radical changes in the society were reflected in the school systems of the 1960s. 
Cuban cited this period as being characterized by .. active federal concern for social 
issues, the rising tide of popular protest against racial injustice, continual economic 
prosperity, and the explosion of Great Society programs" (1976, p. 168). These 
concerns, particularly those related to civil rights, changed all the expectations, 
boundaries, and rules for school superintendents who found themselves having to deal 
with vastly "different actors, different interest groups, different expectations, 
and...different demands" (Cuban, 1976, p. 168). 
In his case studies of three urban school superintendents in the mid 1970s, 
Cuban determined that "the schoolman was in a position in which his personality, 
intelligence, and style apparently bore little influence upon what ultimately happened" 
within the school district (1976, p. 169). Apparently, the enormous pressures faced by 
the superintendent during this time period hampered the accomplishment of most goals. 
Influential outsiders, the resistance to change, the insistence on preserving norms, 
complex organizational structures of central administration, societal pressures imposed 
upon the school system, superintendents using familiar methods that no longer worked - 
all contributed to making this a period of great confusion and flux for educational 
administrators. 
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Superintendent’s Role. 1945-1970: Human Relations 
The period between 1945 and 1970 could be described as a period of vast 
changes in terms of focus of the superintendency. It was deemed important to 
incorporate the latest findings in the field of human relations. Training, hiring, and 
retention of both teachers and administrators was under close scrutiny with more 
stringent requirements being instituted for certification and degree work. Changes 
which had as their goal better and more direct implementation of democratic philosophy 
and practices demanded rethinking and restructuring of education. Superintendents 
were being encouraged to broaden their scope to go beyond managing the educational 
system to embracing new methods and philosophies of decision-making, identification 
of conflict, and conflict resolution. 
Superintendent’s Role. 1970s-1980s: Urban Concerns 
In her case study of the superintendency in Washington, D.C., 1973-75, Nancy 
Amez focused on the nature of the conflicts between external environmental factors and 
internal organizational factors which affect the relationship between the superintendent 
and the school board. External environmental factors included city organization, special 
committees, government policies, laws pertaining to education, etc. Internal 
organizational factors were the variables related to management practices and use of 
power and authority in educational decision-making. Arnez postulated and examined in 
her study the premise that change was difficult to institute in a city school system like 
Washington, D.C., due to inherent conflicts between external environmental factors, and 
internal organizational factors (1981). Arnez found that due to factors of racism, 
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classism, and group pressure (the external environmental factors), decisions that were 
made by the school board did not serve in the best interests of the students of the school 
district. 
Perhaps the most important result of Amez’s study was her finding that without 
the impetus for change and without having a superintendent that was change-oriented, 
the school board would continue to promote the status quo and to neglect the 
educational needs of the vast majority of its students. Amez (1981) also remarked that 
the pressures exerted by big business in this particular school district negated efforts at 
change promoted by the superintendent. Billett (1978) included the following as 
presenting conflicts for the superintendent of the 1970s: adoption of new reading 
strategies and reading series textbooks, students’ negative attitudes towards academic 
reading, negative community reactions to redistricting, the challenges of integration, 
negotiations with the teachers’ union, societal problems of smoking, alcohol and drug 
use, venereal disease, and radical lifestyle changes. 
The Superintendencv During the 1980s 
During the 1980s superintendents had to deal with a number of factors that 
served to further challenge the nature of the school superintendency. President Reagan 
advocated a minimum federal role in education "wherever the federal government had 
become ‘excessively or improperly involved’" (Verstegen & Clark, 1988, p. 134). 
Within this change in the locus of responsibility, particularly in educational funding, the 
President preferred instead to have the fiscal responsibility transferred to the states and 
local communities. This resulted in a weak federal commitment to education in terms 
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of setting educational agendas and requesting monies for educational expenditures in 
the 1980s. During the two terms of the Reagan administration, federal expenditures for 
elementary and secondary education declined by 26% (Verstegen & Clark, 1988, p. 
138). 
It was postulated by Zeigler that the 1980s could have brought in increasing 
politicization of school board elections. A former central office administrator 
commented in 1983 in the New York Times that "‘for a few years, the politicians left 
the school boards alone, but now that money is tight all over, they’re coming back’" 
(Zeigler, 1985, p. 168). Voters were more reluctant to approve school budgets in a 
climate of shrinking resources and climbing costs. Spending freezes and tax caps on the 
educational and/or community budget were instituted in locations throughout the United 
States. 
The movement in favor of providing school choice, tax credits for private 
education, and tuition waivers forced administrators to examine what the public and 
private sectors had to offer educationally to the American public. Zeigler warned that if 
school administrators were to operate effectively throughout the 1980s and into the 
1990s, "... they must learn not only to be more responsive, but also to effectively 
manage conflict" (p. 169). 
Yates stated in 1982 that in a pluralistic democracy there are ‘multiple centers of 
power and competition’ (Zeigler, 1985, p. 3). Zeigler contended that the very nature of 
a "pluralistic democracy is in conflict with beliefs about administrative efficiency" in 
education (1985, p. 3). As stated by Zeigler (1985, p. 22) the democratic model of 
decision-making seemed "to be particularly trying for school administrators", and more 
24 
facility needed to be developed by administrators as they continued to handle conflicts 
related to education. 
The superintendent retained the responsibility of reporting to the school board 
for approval of programs and funds for education. As the multi-leveled roles and the 
exercise of power and authority welded by both the superintendent and the members of 
the board continue and/or change, board-superintendent relations remained problematic. 
The superintendent was required to present as clearly as possible all aspects of the 
educational system to the community. The superintendent needed to keep both the 
school and the outside communities aware of educational philosophy, policy, and 
programs, and to gain acceptance for his or her work as chief executive of the school 
department. Given the reality of competing with other community departments for a 
share of the tax dollar, fiscal problems were expected to absorb a great deal of the 
superintendent’s time. Dealing with their own internal structural bureaucracy listed as a 
high stress factor for superintendents, as did dealing with collective bargaining issues 
(Zeigler, 1985). 
Zeigler said that states that have faced the brunt of fiscal pressures and increased 
enrollments also are proportionately those states that "have a relatively high percentage 
of students who are handicapped, impoverished, or of limited English proficiency" 
(1985, p. 148). Such a correlation served to point out problems that some school 
superintendents had in providing for the educational needs of the special student. 
Zeigler stated that superintendents who faced decreases in levels of federal funds 
fought cutbacks depending upon whether they viewed the program regulations to be 
restrictive or not. He further posited that "at the state level the question seems to be 
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whether educators can rebuild tattered alliances" (1985, p. 155). Shrinking resources 
put the superintendent into a conflict modality in terms of asking for maintenance of 
educational dollars and/or an increase in the school budget. 
Knowing when to remain in the superintendent’s position and when to leave was 
problematic for these administrators. In their study (1991-1992) Maginnis and 
Willower found that in a job that has a naturally high turnover rate, superintendents felt 
that they should look for other job opportunities between the third and the sixth years of 
their superintendencies. Such a decision to move on to another district superintendency 
position was viewed as a personally good decision, yet the superintendents "...were 
divided on whether they made a good one (decision) for their districts or deprived those 
districts too soon of their services " (p. 2). 
Kippeny and Willower (1990) examined superintendents’ reactions to the 
demands of their job. Their study analyzed the relationship of humor and peer 
acceptance and involvement to the work of the superintendents. Summary findings 
included the following. School superintendents tended to converse regularly with a 
large group of peers, and this network helped the superintendents through "intimacy and 
support provided by those interactions" (p. 3). Contrary to considering the 
superintendency a lonely and isolating job, these administrators reported a high degree 
of satisfaction with their work and important and regular communications with 
colleagues as one of the means that made their work viable and even enjoyable (p. 3). 
According to Zeigler (1985), superintendents needed to be abreast of the 
following in order to properly manage their school systems in these times of change. 
Zeigler stated that it will be important to know and understand the effects of 
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demographics on the particular school district, that a well-prepared superintendent 
should be knowledgeable about financial and political trends that will affect the 
allocation of resources for the district. Communication with citizens and citizens’ 
advisor}- groups would be crucial in terms of coalition building resulting in approval of 
school budget requests. 
The demands and stresses on the person in the superintendent’s position in the 
1980s were enormous, due to the climate of rapid change and uncertainty of the future. 
According to Blumberg (1985), typical situations which caused stress for the 
superintendent were budget deliberations, dealing with the incompetent teacher, student 
expulsions, and media relations. Additional stresses that could be experienced by one in 
the role of superintendent were feelings of isolation, loneliness, inadequacy, and ethical 
dilemmas and compromises. 
The Superintendencv During the 1990s 
In the early 1990s, Kowalski studied the urban school superintendency by 
examining forty-three districts that were part of The Council of Great City Schools. 
Kowalski reported that although there have been gains in terms of women and 
minorities studying in university programs of school administration, there have not been 
the commensurate levels of women and minorities actually placed in administrative jobs 
(1995, p. 6). Kowalski continued to further state that although women and minorities 
"made only small gains in obtaining administrative positions," employment for these 
two groups has improved in the largest school districts (1995, p. 7). 
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School reform and the movement towards decentralized building management 
have contributed to an increase in the political dimensions of the superintendent’s 
position (Kowalski, 1995, p. 57). Due to input from various public and private sectors 
and interests in the community, there are increasing political considerations for the 
superintendent. Also contributing to conflicts are the interactions with staff and faculty 
resulting from site-based management and teacher empowerment. 
Competition for scarce resources, demands for change, continuing 
uncertainty about the control of public education, and rival reform 
agendas are but some of the variables that generate intense conflict that 
can overpower the political skills of even the best educated and most 
experienced superintendents. (Kowalski, 1995, p. 57) 
Kowalski cautioned that turbulence in the work environment and other internal 
changes can affect the superintendent’s decision-making. He gave as an example the 
need to incorporate technology in accessing information. These requisites indicated to 
Kowalski that "adaptation becomes more critical than ever before” (1995, p. 72). Two 
major problems cited by urban school superintendents were securing adequate financial 
resources and contending with "the poverty of the families whose children attended their 
schools" (Kowalski, 1995, p. 87). 
Kowalski’s reference group of superintendents in urban schools cited intrinsic 
rewards in their role. These centered around "accomplishments that are most directly 
associated with the facilitating role of administration (e.g., helping instructional staff, 
creating opportunities, assisting colleagues)" (p. 113). These urban superintendents felt 
the burden of trying to address "inadequate funding, social ills, and rampant politics" (p. 
113). 
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They realize that there may be little that they can do to eradicate the 
conditions. Their frustrations are exacerbated by the probability that 
they have very little time to make a difference. It seems inevitable that 
urban superintendents are constantly being pulled in two directions, one 
leading them to rely on political compromises, and the other encouraging 
them to enact the ideal role of professional, (pp. 113-114) 
Citing the decline in educators wishing to become school superintendents, 
Kowalski commented that the factors of "instability, politics, and unrealistic job 
expectations not only affect those already in practice but also serve to discourage future 
generations of potential superintendents" (p. 123). 
Kowalski concluded that there is a need to recreate the image of the 
superintendent. Urban school superintendents, he noted, have three roles. 
They must be skilled politicians; they must be effective managers; but 
first and foremost, they ought to be scholars who are respected for their 
professional knowledge, analytical skills, and planning capabilities, (p. 
148) 
Contending with these roles are practical and philosophical implications about 
conflict and professionalism. Kowalski stated that "factors that force or encourage 
practitioners to spend all of their time resolving conflict and managing resources need to 
be identified and altered" (p. 149). He insisted that professionalism in the context of the 
superintendent’s role be examined. This would entail seeking consensus about the 
workability and desirability of what he viewed to be at least two distinct management 
styles related to professionalism. These are the styles of independent manager/ 
philosopher seeking to impose a vision, ideals, and goals on the educational system and 
that of a collegial, collaborative, and collective decision-making facilitator (p. 149). 
Carter and Cunningham referred to the 1996 American Association of School 
Administrators conference on education and included the following as concerns voiced 
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by superintendents who attended this conference: "perpetual negative myths, decline of 
the family, funding of public education, lack of community interest and responsibility, 
inability to see differences in schools, working with school board members, lack of 
attention to social issues, the religious right, limited funding, and the never-ending 
system of roadblocks" (1997, p. 11-12). 
The superintendent’s ability to manage conflict, to "deal with conflicting 
expectations, multiple political agendas, and varying ideas without unduly creating 
enemies or distrust" was cited as imperative by Carter and Cunningham (p. 35). These 
authors heralded the recommendations of the Business Coalition for Educational 
Reform. Respondents called for a radical restructuring of the educational paradigm, to 
include " ‘introducing new approaches to an established education infrastructure’ and 
‘overcoming a general fear of educational change’ "(p. 216). A crucial role for the 
superintendent of the twenty-first century was identified by Carter and Cunningham as 
that of providing certainty within the uncertain structure of school culture. The authors 
posited other requirements of the superintendents of the future: 
They must be adroit at identifying and solving specific functional 
problems as well as analyzing broad issues. In doing so, they must 
regularly analyze their systems, diagnose problems, and make changes. 
(p. 239) 
Carter and Cunningham specified that the new superintendent must be adroit at coalition 
building, gamering input, and assigning tasks to others, while attending specially to the 
language and discourse of educational policy (p. 240). 
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The Woman Superintendent: A Chronology 
Shakeshaft reported that inconsistent record-keeping prior to the 1970s made it 
difficult to determine the numbers of women and women minorities in educational 
administration (1987, p. 21). She cited this condition as producing data that has been 
undifferentiated in terms of accurately reflecting women by race. Shakeshaft included 
positions of both the principalship and the superintendency in her examination of 
women in educational administration. She posited that there is a different profile for 
men and for women in leadership positions. Personal characteristics of women in 
educational leadership positions were reported as follows by Shakeshaft. 
Women in educational administration tend to be in their mid-to-late 40s . 
. . . Most women in administration are white, but studies of big cities find 
that percentages of majority to minority women are nearly equal, (p. 58) 
Citing research reported in the 1970s, Shakeshaft commented that although 
universities stated that more than fifty percent of their students in doctoral studies in 
school administration were female, 
. . . studies of those women who are currently in administration reflect 
conditions in which women were not only not encouraged to enter 
doctoral work, but were actively discouraged, (p. 60) 
Shakeshaft noted that changes would have to occur in order for more women to 
serve as school administrators. She stated that 
... the real measure of success will be seen both in an increase in the 
number of women in administration and in allowing those women to 
function as females, not as imitation men. (p. 144) 
Shakeshaft further warned that there is no easy or single solution to increasing 
the numbers of women in administration: 
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No matter how qualified, how competent, or how psychologically and 
emotionally ready women are to assume administrative positions in 
schools, they are still living and working within a society and school 
organization that is both sexist and racist, (p. 144) 
Grogan studied the superintendency in her in-depth interviews and observations 
involving twenty-seven women from a Northwestern state with aspirations towards the 
superintendency. Using a "feminist poststructural approach" (1996, p. 41), Grogan 
analyzed the factors determining women’s aspirations to the superintendency. These 
included such factors as language, discourse, and power, which "contribute towards the 
maintenance of the status quo and the power relations fundamental to it" (Grogan, 1996, 
p. 36). Grogan stated that a woman candidate’s credibility for the superintendency 
depends upon her corresponding "to an established image of a superintendent" (p. 182). 
According to Grogan, the discourse involved in preparation programs for the 
superintendency utilizes a powerful male perspective. 
Most of Grogan’s interview subjects reported that in their preparations for the 
superintendency, there was "an absence of female role models" (p. 183). Additionally, 
these women were being trained and promoted by male superiors already in positions of 
leadership. Although mentored, the women aspirants faced a quandary associated with 
adopting their own leadership styles. 
Successful administrative styles were associated with the men who performed 
them. Therefore, although some of the women admired a male mentor, they were 
conscious of not being able to imitate his approach to leadership (p. 183). According to 
Grogan, 
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The onus is upon a woman aspiring to the superintendency to exhibit 
enough of the behaviors assumed desirable for a superintendent, so that 
her gender will not count against her. (p. 184) 
Grogan specified other conflicts that were faced by the women superintendent aspirants. 
These involved conflicts between the roles of partner, nurturer, and homemaker and the 
long hours of work required in the superintendent’s position (p. 185, 187). In her view 
of a changing and vital superintendency, Grogan advocated that 
... by reformed practices and further research...leadership and 
consequently the superintendency would not be associated with any 
particular style or with either gender. A full range of leadership styles 
and behaviors would be available to all. Freedom would be given to 
aspirants to present different and more relevant skills and visions than 
those which are now dictated by the dominant discourse, (p. 196) 
Summary 
There have been many changes in the role of the superintendent since its 
inception in the 1800s. Citizens desired to monitor and direct the use of power in their 
schools. Particularly in New England, colonists created in their community governance 
structures to assure a direct citizen’s role in decision-making that affected the education 
of children. At this earliest time of public education in the United States, there was 
concern over the administration of the public schools and the relationship of the 
community to the schools. 
The population increased greatly during the 1800s, and with it came the 
community’s determination to carefully supervise the role and responsibilities of 
teachers. It was determined that education should have an administrative as well as the 
existing instructional component. School administrators were hired to take care of 
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decisions that carried beyond the individual classrooms. The roles of teacher and 
administrator were thus delineated. 
It was at this time period that the school superintendent was expected to take 
care of the managerial aspects of education. Early superintendents served myriad 
functions, including liaison with the education board, financial and instructional 
decision-making, and staff monitoring and evaluation. Superintendents’ concerns with 
the scholarly aspects of education led to the first educational associations being formed 
during the early 1900s. The productivity of American companies was increasing. 
Business policies and educational policies were examined and were equated with each 
other. Improving education to run more efficiently, like businesses, was a key emphasis 
from this early era of the superintendency. This concern with applying business 
principles and practices to the running of the schools continued into the 1940s. 
Also considered important during that period of the 1910s to the 1940s was the 
emphasis on the student as an individual with social and emotional as well as 
intellectual needs. Changes in curriculum and instruction were made to incorporate 
these new emphases on the needs of the individual and the society. Superintendents 
sought more direct involvement in these broader issues of education and wanted to 
divest themselves of minute, time-consuming responsibilities that could be delegated to 
others. Roles of the superintendent and of the school committee were more closely 
defined during this time period, and superintendents were granted more broad autonomy 
in the running of their school systems. 
During the 1940s, emphases in education included efficiency in terms of 
scheduling, use of physical plant resources, and the introduction of accounting 
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procedures, testing, and evaluation. Standardized tests were developed. These gave the 
superintendent a vehicle for attesting to efficiency and productivity of the school 
system. The effectiveness of education could now be examined via the reporting of test 
scores. 
With the increase in population after World War II, more teaching and 
administrative positions were created. The demand for well-trained teachers and 
superintendents gave rise to teacher and administrative training programs. Certification 
programs in colleges and universities were expanded to include administrative aspects 
of education. Spaulding, an educational critic during the 1950s, stipulated that several 
changes be made in education. He advocated that the superintendency be a power¬ 
sharing position, that efficiency in teaching be expanded to examine how students 
learned, and that the schools be viewed as organizations, as intricate systems containing 
many sub-systems. 
The role of the superintendent during the 1950s was similar in many ways to the 
role of today’s superintendent. The superintendent served as liaison between the 
schools and the community and was a manager and employer, sometimes even a peer to 
the teachers in the school system. 
During the 1960s, sweeping societal changes engulfed American institutions. 
Education was not immune from close public scrutiny and the demands for more 
responsive and humanistic approaches to teaching. An increase in the role of the federal 
government and a legal emphasis on civil and student rights caused this to be a time 
period in which much change was instituted in the schools. There was a desire on the 
part of the public to be actively involved in decisions impacting public education. 
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Consequently, citizen groups formed into committees involved in the educational 
process. As is the case in the 1990s, the superintendent was encouraged and challenged 
to act as leader to both the school constituencies and outside constituencies. No longer 
was the superintendent responsible solely for the smooth and efficient internal workings 
of the public schools. It was during the 1960s that great scrutiny of the educational 
system was exercised by the public. The superintendent was required to represent the 
interests of the public schools to constituencies outside of the schools. 
The superintendent during the 1970s and 1980s was faced with many dilemmas. 
The forces of racism, classism, and group pressure, as well as big business, affected 
education, creating many conflicts for the superintendent. Particularly in inner city 
schools there were serious disparities that hampered the effectiveness of the public 
schools. The superintendent was faced with an increasingly more complex and 
demanding role of trying to mesh external environmental factors and internal 
organizational factors. Again, as in the 1960s, there were many aspects of the role of 
the superintendent that passed well beyond the environment of the school system. It 
became necessary for the superintendent to be responsive not only to community and 
business groups but also to local and state government mandates. 
In the 1980s, the role of federal government in education was downplayed; 
instead, local communities and states were asked to bear the burden of fiscal 
responsibilities and decision-making in education. School choice, tax credits for private 
education, and tuition waivers were some of the reforms that were instituted. The 
relationship between the school board and the superintendent was increasingly marked 
by politicization. Spending freezes and tax caps that affected education were instituted 
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in communities across the United States. Representing the needs of the school system, 
not only to community groups but also to local budget committees, became an 
increasingly important focus for the superintendent. Superintendents struggled with the 
decision of whether to remain in their position as superintendent or to seek a position 
elsewhere. Networking with colleagues provided a relief from the stresses of the 
superintendency. Superintendents reported a high degree of satisfaction with their jobs, 
even though there were increasing demands placed upon the superintendent. 
In the 1990s national and state school reforms have impacted the role of the 
superintendent. Reforms such as site-based management, teacher empowerment, and 
the use of technology in education are new foci for the superintendent. Under the 
leadership of the superintendent, these educational innovations require careful 
examination and implementation. Managing and resolving conflict and managing 
economic and human resources are key tasks for the superintendent in the 1990s. 
Women aspiring to the superintendency and women serving in the 
superintendency have been facing and continue to face specific issues and problems. 
Prior to the 1970s, there were not many records kept of women and minority women 
superintendents. By contrast, there is now an increase in awareness of the issue of 
women serving as superintendents; record-keeping now reflects the numbers of women 
serving as superintendent. Recent gains have been reported in the numbers of women 
and minorities studying and preparing for school administrative positions. Particularly 
in the largest school districts there have been "small gains" made in the numbers of 
women and minorities serving in administrative positions (Kowalski, 1995, p. 7). 
Women still do not serve in the superintendency in the same proportions as do men. 
37 
Women superintendents have profiled differently from male superintendents in 
several respects. For example, women superintendents in the 1970s tended to be in their 
mid-40s, were white, and were discouraged from pursuing a doctorate. Examinations of 
women in the superintendency revealed a multi-faceted issue in which sexism and 
racism pervaded and hampered these women. Additionally, women aspiring to the 
superintendency were given a male-oriented model in their training and mentoring. The 
prospect of a female candidate inadequately measuring up to prescribed behaviors and 
skills of male superintendents was seen as an obstacle to women seeking administrative 
positions. Conflicts caused by her multiple roles in the home and in relationships were 
cited as possibly having compounded the woman superintendent’s effective 
performance of her responsibilities. 
Reformed practices and the conducting of further research about women in the 
superintendency have been advocated. Ideally, a leadership and administrative model 
for superintendents needed to be developed and would be developed to provide freedom 
beyond ascribed male-female roles, behaviors, and leadership styles; all superintendents 
would benefit from these changes (Grogan, 1996, p. 196). 
Current Societal Impacts on the Role of the Superintendent 
Changes in the society have occurred rapidly in the past several decades. 
Demographic factors - the numbers of children, the elderly, immigrants, and minorities - 
have caused the U.S. population profile to change. Sociological factors such as 
violence, crime, dropouts, and drug use have negatively impacted the society. The 
American family is now structured differently than in the past, causing changes that 
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especially impact the nation’s children. The American public has become increasingly 
skeptical about the ability of the public schools to adequately educate the nation’s 
children and youths. It is projected that the American work force will change 
dramatically in terms of the types of jobs that will be required in the near future. 
American business and industry, to remain competitive in a worldwide market, has to 
have a properly educated and prepared workforce. Educational standards, 
accountability, and assessments form the basis for educational reforms that have 
encompassed the entire nation, from the federal to state to local levels. There has been a 
corresponding effort to provide schooling alternatives that are responsive to the public 
desire to expand educational opportunities beyond those of the traditional public school. 
Each of these factors affects the school superintendent in terms of educational quality 
and services that are delivered through the public schools. 
Demographic Factors 
There has been a 10% growth of 23 million people in the American population 
from 1980 to 1990, with the U.S. population totaling 249.8 million in 1990 
(Hodgkinson, 1991, p. 6). Most of this growth has occurred in the south and 
southwestern regions of the country, although the populations of New York and New 
Jersey have increased (Hodgkinson, 1991, p. 6). The three states of California, Texas, 
and Florida have experienced almost half of the growth in population in the 1980s to the 
1990s (Hodgkinson, 1991, p. 6). 
The life expectancy of the American population is increasing to 80 years and 
beyond (Hodgkinson, 1996, p. 7). There is expected to be an increase in the numbers of 
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minority elderly (Hodgkinson, 1996, p. 7). Hodgkinson speculated that Americans 
"will want to keep on working into their 70’s; others will retire in their late 50’s and 
later on return to work (1996, p. 7). In the next 17 years, the population of Americans 
that will turn 65 is projected to be 70 million" (Hodgkinson, 1996, p. 7). 
States that have the largest population growth as well as the greatest increases in 
ethnic populations are expected to have increased "political clout" (Hodgkinson, 1991, 
p. 8) in Congress in the year 2000. Table 1 reflects the increases in racial and ethnic 
minorities from 1980 to 1990. 
Table 1 
Growth in Racial and Ethnic Minority Populations in the U.S. 
Group % Growth 
White 8.0% 
Black 16.0% 
Hispanic 44.0% 
Asian, other 65.0% 
(Hodgkinson, 1991, p. 8) 
There have been significant increases in ethnic populations in the United States 
among Blacks, Hispanics, Asians, and other groups. This trend is expected to result in 
increases in the youth population to the year 2000 and beyond. It is projected that there 
will be "4.6 million more minority youths, compared with 60,000 more white youth ... 
with these increases representing primarily young children" (Hodgkinson, 1991, p. 8). 
The make-up of the American work force is expected to change, due to increases 
in employed women and minorities. Hodgkinson reported that"... of the 20 million 
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new workers added to the American economy by the year 2000, only 18 percent of the 
net will be white males. The rest will be women, immigrants, and racial minorities" 
(1991, p. 8). 
School systems in certain areas of the country have experienced rapid growths in 
the populations of school-aged children, particularly of ethnic and racial minorities. 
The superintendent has had to provide for the special needs, such as English as a second 
language instruction, of these growing population groups. An increase in enrollment 
would necessitate an increase in professional and support staffs in the schools. 
Acquiring municipal financial support for hiring more staff, as well as providing for 
adequate materials and supplies, is a responsibility of the superintendent. There are 
increasing multi-cultural and multi-ethnic configurations within the population at large 
and within the school-age populations. There is a need for the superintendent to train 
staff for meeting the educational needs of ethnically and racially diverse student 
populations. As the American public ages, there will be larger numbers of elderly in the 
communities. Will the schools provide services for this population? Additionally, the 
numbers of women employed in the work force are expected to increase greatly by the 
year 2000. Female students must be prepared to take their places along with men. It is 
the task of the superintendent to make sure that school curricula adequately reflect the 
skills and concepts that all students need. 
Sociological Factors 
Poor children and young teenagers in America comprise some of the most 
vulnerable populations in this country. According to Hodgkinson, "5 million American 
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children are living below the poverty line, as of 1994" (1996, p. 5). Children aged 12- 
15 are "the age group in America most likely to be the victim of violent crime" 
(Hodgkinson, 1996, p. 5). A 1993 study indicated that children left home unattended 
for ten hours per week while the parent(s) were working had twice the likelihood "of 
getting involved in dangerous drugs...regardless of ethnic background, household 
income or location" (Hodgkinson, 1996, p. 5). Hodgkinson reported that "more than 80 
percent of America’s 1 million prisoners are high school dropouts" (1991, p. 12). 
Hodgkinson continued to state that Americans as a whole are not interested in 
youth-related issues, due in part to the decline of children under the age of 18 and the 
fact that"... only one household in 4 has a child in the public schools. The average 
American adult can go an entire week without significant contact with a child under 18" 
(1996, p. 5-6). 
In terms of the American family structure," 15 million children are being reared 
by single parents, mostly as an aftermath of divorce ... 4.3 million children (are) being 
reared by mothers who never married, plus 371,000 children being reared by never- 
married fathers" (Hodgkinson, 1991, p. 10). 
Hodgkinson continued his report on the population of children being raised in 
single-family households and the average family income in these households. Children 
being raised by their mothers in single-parent households numbered 15 million at the 
end of the 1980s. The average family income for a single-parent family at this time was 
$11,000. This contrasted sharply with the average annual income of $34,000 for a 
family with children being raised by two parents (1991, p. 4). 
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Hodgkinson also reported on incidents of child abuse and neglect, children 
lacking home supervision, and homeless children. The reported incidences of child 
abuse and neglect tripled from the 1970s to the 1980s (1991, p. 4). The numbers of 
children not supervised by adults after school rose to at least two million (1991, p. 4). 
Lastly, "On any given night, from 50,000 to 200,000 children have no home. In 1988, 
40% of shelter users were families with children" (Hodgkinson, 1991, p. 4). 
The superintendent is challenged to apply demographic and sociological 
information to the delivery of education. The contact of adults with school-age children 
is not typical. The superintendent must represent the needs of the children and of the 
school system to a voting public not widely exposed to or familiar with today’s 
children. Providing daycare and after school care for children is a topic assuming 
increasing importance in the U.S. In the future, communities may well look to the 
schools to provide daycare and after school care services for children. State laws 
require school personnel to report incidents of child abuse and neglect. Poor children, 
children who are victims of child abuse and neglect, and homeless children are special 
populations. These children need programs that assist them and that address their 
psychological, behavioral, and educational needs. Superintendents, as chief 
administrators for the school districts, are required to provide for the educational needs 
of such special populations of American children. Children are vulnerable to violence 
and must be protected. Schools should be safe havens, places that assure and provide 
for the health and safety of children. The superintendent must provide children with 
safe educational environments in the schools. 
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Scrutiny of Public Education 
The American public is focused intently on examining whether the public 
schools deliver a good product and how public education might be improved. 
Educational reform movements have created an impetus for change and have led to the 
creation of federal and state laws to improve education. Standards, accountability, and 
assessments are parts of the complicated systems that have been developed to ensure 
educational reform in the public schools. 
Additionally, school superintendents have been faced with the move towards 
school choice and the privatization of education. Murphy stated that 
deregulation, contracting, and voucher initiatives have appeared on the 
landscape as alternatives to existing political and managerial systems that 
define - and appear to be failing - education. Concomitantly, pressure to 
adopt more market-sensitive modes of operating schools draws 
considerable energy from movements in the larger environment 
surrounding education. (1996, p. 149) 
Ravitch and Viteritti examined contracting, a system by which "public schools 
would be operated by a variety of independent private and public organizations" (1997, 
p. 84). They concluded that there were benefits derived from contracting for schools - 
benefits for existing schools, new schools, and schools in inner cities and rural areas. 
Contracting could strengthen existing schools whose staffs and parents 
agree on goals but are ensnared in public education’s thicket of 
regulations, union contracts, and limitations on uses of funds. It is also 
likely to generate a large supply of new schools, also based on definite 
approaches to instruction, in place of the majority of existing public 
schools that are assembled out of spare parts and embody no specific 
intentions about instruction, staff collaboration, and student outcomes. 
(1997, p. 84) 
Providing good schools is important in all areas, particularly in inner cities and 
rural areas. If "good schools are scarce," these areas "obviously need an alternative 
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supply mechanism," contracting (Ravitch & Viteritti, 1997, p. 84). Additionally, 
contracting may be a way to change the institution of public education, "whose goals 
and procedures were established for another era" (Ravitch and Viteritti, 1997, p. 84). 
Charter schools began in 1993. It is difficult to make a comprehensive 
assessment about the effectiveness of charter schools because they are such a recent 
phenomenon in education. Bracey examined the pros and the cons of the charter school 
movement. He concluded that "charter schools, at least, offer the promise of 
innovations within the public school system" (1997, p. 149). Bracey noted that some 
charter school advocates hope that the positive effects of the charters will spill over into 
the public school system; yet "other advocates, just as clearly, see charter schools as the 
first step toward larger privatization movements and the destruction of the public school 
system" (1997, p. 149). 
Nathan explained the charter school movement as "... an outgrowth of the 200- 
year effort in this country to expand educational opportunity, especially for those who 
are not wealthy and powerful" (1996, p. 180). When asked to counter the argument that 
charter schools offer educational opportunities for the elite, Nathan responded that 
minority students are overrepresented in charter schools and that more 
than half of all charter schools focus on students who have not succeeded 
in traditional schools. This information suggests that charter schools are 
expanding opportunity for low-income and minority students, rather than 
serving as elitist academies. (1996, p. 134) 
Additionally, school superintendents are faced with myriad types of reforms 
related to school choice. As with other types of school choice, educational funding, 
governance decisions, staffing, and curriculum and instructional changes resulting from 
Charter Schools impact the role of the superintendent. 
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Summary 
Societal impacts have an effect on the role of the school superintendent. U.S. 
populations are changing, with marked increases in numbers of minorities and the 
elderly. Contact between children and adults is no longer typical in American society. 
Children in need - dropouts, children of poverty, unattended children, abused and 
neglected children, and homeless children - are significant sub-populations within the 
school systems. Education reform, particularly in the form of school choice, offers 
communities a variety of educational services outside those of public education. The 
school superintendent must mesh the workings of the public schools with the needs of 
different populations. The superintendent must find ways of co-existing with the school 
choice movement. 
Impacts Specific to Massachusetts that Affect the Superintendent’s Role 
Factors which affect the role of the superintendent in Massachusetts were 
presented. Special student populations were identified and included special education 
students, bilingual students, disadvantaged students, the homeless, gay, lesbian, and 
bisexual students, pregnant teens and parenting teens, dropouts, and expelled or 
excluded students. Special education in Massachusetts was examined. Included were 
changes in the national special education law that have impacted the delivery and 
evaluation of special education services in the state. The costs of Massachusetts special 
education were delineated, as were social and economic factors affecting special 
education. Recommendations were made for changes in the Massachusetts special 
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education law. The effects on Massachusetts of the federal government’s Eight 
National Education Goals were presented. 
Massachusetts. General Information 
A profile of Massachusetts revealed information about population, income, 
government, school districts, taxes, and economic indicators. Additional information 
related to immigrant and the elderly populations has been reported. 
The following data, unless otherwise indicated, were reported by the 
Massachusetts Municipal Association (1997, p. 9). These data include information 
about municipal and county structure, school districts, population, per capita income, 
and property tax rate. 
There are 351 municipalities in the state. Forty-seven municipalities have a city 
form of government. Three hundred and four have a town form of government. There 
are fourteen counties in Massachusetts. 
There is no county system of government that pertains directly to education. 
Instead, each municipality has its own school district, or, in some cases, there are 
regionalized school districts as well as charter schools. The five largest school districts 
in the state are the cities of Boston, Worcester, Springfield, Lowell, and Brockton. 
According to the 1990 state census, the state population was 6,016,425. In 1990 
the per capita income was $17,224. The median residential property tax rate in 1997 
was $14,097. According to the U.S. Department of Commerce, Massachusetts ranked 
sixth highest in the nation for median household income in 1989. Compared with other 
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New England states, Massachusetts ranked after Connecticut with the second highest 
median household income in 1989 (1993, p. xix). 
The following positive economic indicators were reported by the Massachusetts 
Department of Economic Development. 
Massachusetts ranks number 1 for the "Competitiveness of Existing 
Business." Massachusetts ranks number one for lowest rate of business 
closings. Massachusetts ranks fourth for development capacity, but first 
among the large industrial states. Massachusetts ranks first in the nation 
for quality of jobs. Massachusetts ranks number one for the highest 
college attainment rate in the nation. Massachusetts has the nation’s best 
technology resources and workers. The Commonwealth ranks first in the 
nation according to the Technology Subindex of the Development 
Capacity Index. (April 24, 1998, p. 2) 
In 1990, Massachusetts had the largest population of the New England States, a 
population of 6,092,425, and ranked thirteen among the states in its population (The 
World Almanac and Book of Facts 1998. p. 383). Racial and ethnic population 
distribution in 1990 was 89.9% white, 5.0% Black, 2.4% Asian, and 4.8% Hispanic 
(The World Almanac and Book of Facts 1998, p. 672). 
Massachusetts ranked highest among the New England states with 23,085 
immigrants admitted into the state in 1996. The state ranked seventh in the nation for 
this population of immigrants admitted into the state in 1996. Massachusetts ranked 
seventh in the top thirty metropolitan areas of intended residence for immigrants in 
1996. The cities of Boston, Lawrence, Lowell, and Brockton had a combined 
immigrant population of 18,726, falling in between Houston and San Diego for 
immigrant populations. (The World Almanac and Book of Facts 1998, p. 382). 
Additionally, Massachusetts estimates for undocumented immigrants numbered 4,225 
in 1995 (Massachusetts Office for Refugees and Immigrants, 1997, p. 6). 
48 
The numbers of Massachusetts foreign bom residents by county are illustrated in 
Table 2. 
Table 2 
Massachusetts Foreign Bom Residents by County, 1990 
County Population Number 
Middlesex 157,757 
Suffolk 127,207 
Bristol 61,625 
Essex 56.730 
Norfolk 53,207 
Worcester 42.703 
Hampden 28,516 
Plymouth 21,142 
Hampshire 9,198 
Barnstable 8,496 
Berkshire 4,966 
Franklin 1,611 
Dukes 336 
Nantucket 239 
(Massachusetts Office for Refugees and Immigrants, 1997, p. 13) 
In 1992, the population group aged 65 and over comprised 13.9% of the total 
state’s population (U.S. Bureau of the Census, 1993, p. 33). There had been a trend in 
Massachusetts for the elderly (aged 65 and over) to leave the state once they became 
retired. But the wave of the elderly migrating has reversed. This is due to a 
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combination of factors. Economic incentives have been provided, incentives such as 
changes in tax procedures for the inheritance tax and the stopping of taxing of veterans’ 
pensions. Also, 
senior adults joining their chiidien who took jobs here as the region’s 
economy improved in this decade are partly responsible for a dramatic 
70 percent drop between 1991 and 1996 in the state’s net loss by 
migration of people 65 and older (Schuss, 1998, p. B6). 
Today’s elderly populations are deciding to make Massachusetts their state of 
residence. Proximity to family, assisting in day care of grandchildren, and caring for a 
sick family member are reasons given for elders choosing to stay in Massachusetts or to 
return to Massachusetts after living elsewhere (Schuss, 1998, p. B6). 
By the year 2000, it is projected that the Massachusetts total population will 
increase to 6,254,000 with an estimated foreign-bom population of 589,000 
(Massachusetts Office for Refugees and Immigrants, 1997, p. 10). 
Massachusetts school enrollment figures are reflected in Table 3. 
Summary 
Most of the 351 communities in Massachusetts are towns; 7.5% are cities. Most 
communities run their own school systems independently of other communities, 
although there are regional and charter schools. Massachusetts ranks among the top ten 
states for median household income and is second among the New England states for 
median household income. Economically, Massachusetts is strong. 
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Table 3 
Massachusetts Schools, Enrollment by Race, 1997 
Race/Ethnic Group Percent 
American Indian .2% 
Black (not Hispanic) 8.5% 
Asian 4.1% 
Hispanic 9.7% 
Total Minority 22.5% 
White (not Hispanic) 77.5% 
(Massachusetts Department of Education, Accountability and Evaluation Services. 
October 1, 1997) 
Massachusetts is a state with diverse and large populations, ranking among the 
top ten states for general population and immigrant populations. The Massachusetts 
elderly population is choosing to remain in-state or to return to the state. Slightly over 
75% of Massachusetts public school children are white; slightly under 25% are 
minorities. 
Special Student Populations in Massachusetts 
Following are data pertaining to "special" student populations in Massachusetts. 
These populations are composed of students who are special education students, bi¬ 
lingual students, disadvantaged students, homeless, gay, lesbian, and bisexual students, 
pregnant teens and parenting teens, dropouts, and expelled or excluded students. 
Numbers of Massachusetts students serviced by special education were listed by 
school districts, regional districts, vocational schools, and charter schools. The total 
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number of special education students in 1997 was 159,042 (Massachusetts Department 
of Education, October 1,1997, p. 8). 
The population of students who are bi-lingual and are unable to perform 
ordinary classwork in English is 45,412 or 4.78% of the school population 
(Massachusetts Department of Education, April 17,1998, p. 8). 
The Massachusetts population of disadvantaged students is comprised of low 
income students and migratory students. The State Department of Education reported 
that 240,753 students, or 25.41%, were classified as low income students in 1977. The 
number of migratory students at this time was given as 1,395 or .15% (Massachusetts 
Department of Education, October 1, 1998, p. 8). 
Tabulation of the numbers of homeless students in Massachusetts is difficult. 
State aid for educating homeless students is given to only twelve communities within 
the Commonwealth. School districts apply for educational assistance for their children 
and youth through the Mckinney Homeless Act allocations. Per the Massachusetts 
Department of Education, there has been a 28% increase in funds for these twelve 
communities, from 1997-98 to 1998-99, for the education of homeless children and 
youths (Massachusetts Department of Education, April 22,1998). 
The numbers of children and youths in attendance in the public schools are 
reported by shelters which house only children who are with their families in sheltered 
living arrangements (see Table 4). The number of children in homeless families who 
are living with others is not reflected in this table. The number of homeless pre-school 
children is not reflected in the table. 
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Table 4 
Estimated Statewide Number of Homeless Children and Youth 
. 
School 
level 
# of homeless 
children/youth 
# of homeless 
children/youth 
enrolled in 
public school 
# of homeless 
children/youth 
regularly attending 
school 
K-5 940 928 182 
6-8 649 495 147 
9-12 1342 1323 166 
Total 2938 2746 495 
(Massachusetts Department of Education, Education for Homeless Children and Youth 
Program Data Collection Form, 1997, p. 1) 
There were no student population figures available from the Department of 
Education about the numbers of gay, lesbian, and bisexual students in the state. Privacy 
laws protect this information from being gathered. Gay, lesbian, and bisexual students 
in Massachusetts are at special risk, according to a recent analysis at the Harvard 
Medical School of survey data collected in 1995 by the Centers for Disease Control and 
Prevention. The Massachusetts data were examined by the researchers who stated that 
"gay and bisexual teenagers are more likely to attempt suicide and take risks, sexual and 
otherwise, that endanger their health" (Boston Globe. May 5, 1998, p. A19). Also 
reported in the study was that gay and bisexual teenagers "face more harassment at 
school and start experimenting with sex and drugs at an earlier age than their 
heterosexual peers" (Boston Globe. May 5, 1998, p. A19). Other findings from the 
study revealed 
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... that gay, lesbian and bisexual teenagers were: Three times more 
likely to have attempted suicide in the past year. Nearly five times more 
likely to have been absent from school because of fear about safety. 
More than four times as likely to have been threatened with a weapon at 
school. (Boston Globe. May 5, 1998, p. A19) 
The Harvard researchers stated that "teenagers questioning their sexuality need 
support from medical professionals and from the public" (Boston Globe. May 5, 1998, 
p. A19). The Massachusetts Board of Education recently approved the funding of 27 
grants for the Safe Schools Program for Gay and Lesbian Students; these monies for use 
by school districts totaled $39,764 (Massachusetts Department of Education, February 
12, 1998). There were no population figures available from the Department of 
Education about the numbers of pregnant teens and parenting teens as privacy laws 
protect students from having to publicly reveal this type of information. When 
questioned about the numbers of students in Massachusetts who were pregnant or 
parenting teens, the state Department of Education spokesperson stated that data are 
available only from departments of health within the communities in the state. She also 
stipulated that there are no readily available data about the numbers of pregnant 
teenagers who decide to terminate pregnancies or give up newborns for adoption. 
In his summary accompanying the Department of Education findings about 
dropout rates in Massachusetts, Education Commissioner Antonucci stated the 
importance of high school completion to a student’s fulfilling his/her roles as a citizen 
and a worker. The commissioner reported that dropout rates are an " important 
indicator of performance" and that a system was being devised which would include 
dropout rates as one indicator of a school system’s compliance with the Education 
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Reform Act of 1993 (Massachusetts Department of Education, Dropout Rates, 1998, 
introductory memorandum, p. 1). 
Information about the school dropout population in Massachusetts revealed that 
this population has remained much the same as in the past several years. There was an 
overall 3.4% (8,453) of students who dropped out of school during the 1996-97 school 
year. The highest percentage of students who dropped out were juniors (4.0%), 
followed by sophomores (3.8%). More male students (3.9%) than female students 
(3.0%) dropped out in 1996-97. Among racial and ethnic groups, the highest school 
dropout rate was found among Hispanics (8.2%), followed by Native Americans (6.0%) 
and African-Americans (5.6%). Asian and white students each had dropout population 
rates of 2.7%. (Massachusetts Department of Education, Dropout Rates, 1998, p. 2). 
The rate of students who dropped out of city /town vocational-technical schools (6.1%) 
"was more than two times higher than the rate of 2.6 percent for regional, county and 
independent vocational-technical schools" (Massachusetts Department of Education, 
Dropout Rates, 1998, p. 6). The dropout rate of students who attended charter schools 
during the 1996-97 school year was 8.3%. This reflected the population who attended 
grades 9 through 12, with a total student population of 459 (Massachusetts Department 
of Education, Dropout Rates, 1998, p. 6). There was a 17.4% of returned dropouts, i.e., 
students who returned to school after dropping out, almost 3% higher than the previous 
school year. 
Commissioner Antonucci, in his introduction to the Department of Education’s 
report on Student Exclusions in Massachusetts Public Schools: 1996-97, underlined the 
importance of a safe school environment. 
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Safe schools are a top priority. Providing students with a safe learning 
environment is essential to furnishing them with an effective education. 
Suspending and expelling some disruptive students will strengthen the 
climate for learning for the students in school, (introductory 
memorandum, p. 2) 
As reported by school districts, 1996-97 student exclusions numbered 1498. 
The following reflect data about student exclusions from 1996-97 (see Table 5). 
Table 5 
Student Exclusions from Massachusetts Public Schools, 1996-97 
% of those excluded 
in total school % excluded 
Population excluded population from school 
male * 80.0% 
minorities approx. 20.0% 60.0% 
Hispanics almost 10.0% 33.3% 
Blacks 8.4% 25.0% 
Whites approx. 80.0% 40.0% 
Ages 14-21 * nearly 75.0% 
Regular education 
students 83.4% 73.9% 
Special education students 16.6% 25.0% 
♦Data not reported in this study 
(Massachusetts Department of Education, Student Exclusions, 1998, p. 2) 
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The types of offenses that led to school exclusions in 1996-97 are reflected in 
Table 6. 
Table 6 
Offenses Leading to Exclusion from Massachusetts 
Public Schools, 1996-97 
Type of Offense Percentage of Exclusions 
weapons 21.2% 
illegal substance 22.3% 
assaults 21.1% 
felony outside of school 4.3% 
other 19.1% 
weapon combination 5.3% 
non-weapon combination 6.7% 
not reported 0.1% 
(Massachusetts Department of Education, Student Exclusions, 1998, p. 3) 
Impacts Specific to Massachusetts That Affect the Superintendent’s Role 
Special Education in Massachusetts. There are factors which affect 
implementation of special education in Massachusetts. Following is a presentation of 
changes in laws related to special education, the costs of state special education 
services, social and economic factors which influence special education, and 
recommendations for changes in Massachusetts special education. 
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Changes in National Special Education Law Impacting Massachusetts 
In 1972 Massachusetts passed legislation known as Chapter 766 which entitled 
special education students to the same full education as enjoyed by general education 
students. This law served as a model for the writing of the 1975 national special 
education law, Individuals with Disabilities Education Act (IDEA). Amendments to the 
national law were made in the summer of 1997. The Massachusetts Department of 
Education is reviewing the amendments and is in the process of "issuing regulations to 
implement and clarify these amendments" (Massachusetts Teachers Association, 
February 7, 1998, p. 7). There now is inclusion of special education students in general 
education classes wherever possible, with support services provided. 
According to the Massachusetts Teachers Association, the following changes in 
IDEA were implemented in both special education and general classroom education in 
Massachusetts in the following ways. Teachers have been members of the team which 
meets to develop, implement, and review each special education student’s individual 
education plan (IEP). The IEPs "must be more detailed in listing supplemental aids, 
services and program modifications which permit a child to make progress in their 
placement" (Recent changes. February 7,1998, p. 7). 
There was expansion of the use of special education funds to train regular 
education as well as special education staff who work with special education students. 
Special education professionals have met "the highest requirements in their state which 
apply to their profession," and paraprofessionals have received appropriate supervision 
and training (Recent changes. February 7, 1998, p. 7). 
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The role of the parent of a child with special educational needs was stressed. 
"The new regulations encourage parental involvement in the IEP process, as well as 
voluntary mediation of disputes over IEPs." Parents were advised of the progress of 
their special education child "at least as often as regular education students" (Recent 
changes. February 7, 1998, p. 7). 
Lastly, special education students were required by the new federal amendments 
to be included in the populations who are given district-wide and state-wide 
assessments. This has impacted special education students in Massachusetts in terms of 
the recent administration of the MCAS tests, as this population was required to take the 
battery of tests that are part of the Massachusetts statewide assessment program. 
Special education students should have had appropriate modifications made during the 
testing that will assure their full participation; these modifications matched the 
modifications specified in the IEP. It was required that alternative assessments be 
developed for students "who cannot, even with accommodations, participate in the 
assessments used for general education students" (Recent changes. February 7, 1998, p. 
7). 
Study of the Costs of Massachusetts Special Education 
There is currently a bill to change the state’s special education law before the 
Massachusetts Legislature. The Massachusetts Association of School Superintendents 
(MASS) reported on special education costs in its 1996 study. The committee 
concluded that "the major causes for special education cost increases, rather than due to 
school district policy and practice, are changes in medical practice, 
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deinstitutionalization and privatization, and economic and social factors" 
(Massachusetts Teachers Association, Legislature. February 7,1998, p. 6). 
Children who previously would not have survived infancy and childhood due to 
their disability are now, due to medical technology, surviving. Because of an increased 
awareness among the medical profession of technologies able to assist disabilities, 
children are being referred for special services at a young age, even infancy. At age 
three, when the school district assumes responsibility, special educational needs are 
provided by the public schools. 
Supported by the MTA, there has been a "shift away from state institutions 
toward a reliance on local school districts and collaborative or private placement... 
however, the financial resources to address this shift have not come with the children" 
(Massachusetts Teachers Association, Legislature, February 7, 1998, p. 6). 
According to the MASS report, the state’s Department of Welfare is trying to 
have the school departments assume the costs for " ‘children taken out of home and 
local school setting for non-educational reasons...the reality is that school districts lack 
the funding to support this new demand for services’" (Massachusetts Teachers 
Association, Legislature, February 7, 1998). 
Social and Economic Factors Affecting Special Education in Massachusetts 
Changes in the populations of special education students and social and 
economic factors which negatively impact families in turn affect the costs of state 
special education programs and services. The MASS report cited the increase in 
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numbers of children living in poverty as a major influence on the administration of 
special education services in the state. There is a correlation between poverty and 
special needs. Over the past decade there has been a significant increase 
in children living in poverty nationally and in Massachusetts. . . . 
Between 17% and 19% of the children now entering preschool programs 
and the primary grades lived in poverty in their early years. 
(Massachusetts Teachers Association, Legislature, February 7, 1998, p. 
6) 
The MASS report also stated that economic and social factors can have negative 
repercussions on families which, in turn, affects children. 
Many communities and school districts have seen increases in such 
indicators as child abuse and neglect, alcoholism and drug use, and 
dysfunctional family environments that lead to an increase in the number 
of children requiring special education services. (Massachusetts Teachers 
Association, Legislature, February 7, 1998, p. 6) 
The report forecasted future needs relative to special education in 
Massachusetts: 
The increases in seriousness of disabilities in the population in general 
and the increase in the number of young children with moderate and 
severe disabilities will require greater expenditures in special education. 
(Massachusetts Teachers Association, Legislature, February 7, 1998, p. 
6) 
In a report on special education in Massachusetts, The Boston Globe cited that 
"parents and social service agencies have abandoned" their responsibilities (Zernike, 
p.l). "Today, students with behavior problems are lumped with the learning or 
emotionally disabled, categories that make up fully 60 percent of the state’s special 
education population" (Zernike, p. 1). Zernike further stated that state records reveal 
that parents have taken advantage of the special educational system "as a way to get 
services for children they don’t have time for, even as a way to avoid paying child 
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support" (p. 1). Zemike reported that "hundreds of non-disabled students are also using 
the label to avoid being kicked out of school, taking advantage of federal and state laws 
that prevent expulsion of special education students" (p. 1). 
A further burden being placed upon school systems for servicing special 
education populations is caused by "social service agencies and health insurance 
companies using special education to force the schools to pay for residential services 
and psychotherapy they no longer cover" (Zemike, p. 1). According to Zemike, 
special educators say the emotionally and behaviorally impaired labels 
are too readily applied. Students are hiding behind them to get away 
with common truancy, absenteeism, and acting out. (p. A8) 
Recommendations for Changes in Massachusetts Special Education 
In its Task Force on Special Education report, the Massachusetts Association of 
School Superintendents (MASS) concluded that 
The Education Reform Act set ambitious new standards and dedicated 
significant funds for the improvement of education. However, for the 
majority of districts the increase in special education spending has meant 
that little of the new funds allocated to education have been available for 
the improvement of regular education.... For all too many districts the 
situation is critical. (1997, p. 20) 
The MASS continued to state that in order to fulfill the philosophical intent of 
the Education Reform Act of 1993, "the needs of both regular education and special 
education children" should be attended to. This requires changes from the Legislature 
(1997, p. 20). 
According to the MTA, Massachusetts state support for special education 
services is at 17% as compared to 53%, a national average of state support for special 
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education services. The MASS report states that the foundation funding formula for 
special education costs in the state 
significantly underestimates the percentage of students in special 
education programs as well as the costs of these programs. . . . 
Consequently, <the underestimates> produce unrealistic estimates for 
districts’ foundation budgets and provide no additional state aid to 
address this problem. (Massachusetts Teachers Association, Legislature, 
February 7, 1998, p. 6) 
In addition to other recommendations previously cited, the MASS Task Force 
has advocated for the following changes relative to the financing of Massachusetts 
special education. Transportation for special education students should be fully funded. 
The state should fully fund state wards in their educational placements. In order to 
reduce the financial burden on the receiving school districts, emergency funds should be 
provided for special education students who enter the system. As these students were 
not anticipated among the special education population at the time that the budgets were 
set, their educational costs also were not anticipated. Educational collaboratives should 
be provided with monetary incentives, under the School Building Assistance Bureau, so 
that they, in turn, can provide "space for special needs programs" (Massachusetts 
Association of School Superintendents, 1997, p. 18). 
Massachusetts educators have identified factors which impact their work with 
special education students. In a recent MTA survey on educators’ attitudes about 
special education students, educators had the following responses pertinent to their 
special education populations in the classroom. Ninety-eight point six percent 
"identified common planning time between special education and regular classroom 
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teachers as necessary, but 59.7% said they have NO time for such collaboration" (Guy, 
p. i). 
"A lack of training is an issue across the board with Massachusetts educators," 
as 97.7% survey respondents (Guy, p. 1) stated that training "was absolutely necessary 
to meet the added responsibilities of special needs students in their classrooms" (Guy, 
p. 8). 
Massachusetts educators responded that support from building administration 
was crucial to the success of inclusion of special education students in regular education 
classes, yet "fewer than half - only 41.4% - of survey respondents stated that they have 
administrative support for inclusion programs even sometimes" (Guy, p. 8). 
A reduction in class size was identified by these educators as being important to 
the success of inclusion, with 
... 98.2% agreeing that when special needs students are placed in 
classrooms, some reduction in class size is necessary. But nearly three- 
fourths of those surveyed never experience such a reduction to 
accommodate students with special needs in regular classes. (Guy, p. 8) 
Summary 
Thus, it can be seen that the implementation of special education mandates 
impacts the Massachusetts superintendent. Special education funding, reductions in 
class size, etc. are all decisions that the superintendent has to make. 
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Eight National Education Goals 
Former Commissioner Antonucci explained the eight national education goals 
and efforts, through Massachusetts educational reform, to address these goals. In 
support of National Goal 1, readiness to learn, Massachusetts has increased fiscal 
spending for early childhood education by nearly $53 million from FY 1992 to FY 
1998. A huge additional sum of $234 million more for early childhood education has 
been requested by the Chairman and the Board of Education who "have made early 
childhood education funding a top educational priority" (Massachusetts Department of 
Education, Education. February 1998, p. 2). 
National Goal 2 addresses the issue of school completion. Several responses 
have been developed to deal with the dropout problem in Massachusetts. The general 
track has been eliminated, and alternative schooling provided for at-risk students. 
Additionally, time and learning requirements for academic subjects may be factors 
contributing to the decline in the Massachusetts school drop-out rate from 3.7% in 1994 
to 3.4% in 1997 (Massachusetts Department of Education, Education. February 1998, p. 
2). 
National Goal 3 pertains to student achievement and citizenship. Massachusetts 
test scores on two standardized tests (the Iowa and the NAEP) "show that Massachusetts 
students are among the top performers by these national comparisons" (Massachusetts 
Department of Education, Education. February 1998, p. 2). 
National Goal 4 is related to teacher education and professional development. 
As stated previously, new teachers in Massachusetts will be required to pass two 
certification examinations in order to be certified in subject areas. All educators in 
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Massachusetts who are currently certified must satisfy recertification requirements by 
June 1999. Aid for professional development for teachers is "earmarked at $75 dollars 
per student to all school districts." The following have been identified as priorities for 
professional development: "Curriculum frameworks and assessment, educational 
technology, and educational leadership" (Massachusetts Department of Education, 
Education. February 1998, p. 2). 
National Goal 5 pertains to mathematics and science. The curriculum 
frameworks developed subsequent to the mathematics and science/technology 
frameworks were modeled after these two earliest frameworks. There is a statewide 
effort at the local level to implement reform of the teaching of mathematics and science; 
approximately one-third of the Massachusetts school districts are involved in this 
instructional reform (Massachusetts Department of Education, Education. February 
1998, p. 2). 
National Goal 6 relates to adult literacy and lifelong learning. In Massachusetts 
there has been an increase of almost $18 million in state and federal monies from FY 
1993 to FY 1998. The adult student populations and numbers of communities serviced 
have more than doubled from 1993 to 1998 (Massachusetts Department of Education, 
Education. February 1998, p. 6). 
National Goal 7 targets for strong, safe, drug-free and disciplined schools. There 
has been implementation of the Massachusetts Teen Dating Violence Program, and 
"more than 125 state-funded violence prevention programs in the elementary and 
secondary schools." Most of the state’s public schools receive federal money to 
promote safe and drug-free programs." Principals, under the Education Reform Act of 
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1993, are able to expel students for disciplinary reasons; the incidents of expulsions has 
increased by 500 from 1993 to 1997. (Massachusetts Department of Education, 
Education. February 1998, p. 6). 
Parent involvement is the eighth National Goal. The Education Reform Act of 
1993 mandated that school councils were established in each building and had 
representatives from the community, parents, students, teachers, and administrators as 
council members. The state is in its second year of a "major five-year federal grant to 
promote parental participation in educating students in math and science." 
(Massachusetts Department of Education, Education. February 1998, p. 6). 
The former state commissioner commented that the combination of 
implementing the mandates of the Education Reform Act of 1993 and those of the 
President’s National Goals would positively impact "all 935,000 students in 
Massachusetts schools" (Massachusetts Department of Education, Education. February 
1998, p. 6). 
Added to the responsibility for state reform, the federal government has issued 
its national reforms. These are additional educational directives of which school 
superintendents must be mindful. It falls to the superintendent to manage and direct 
areas stipulated under the National Goals, such as early childhood education, etc. 
Subsequently, it can be seen that the superintendent’s role encompasses not only state 
priorities but federal as well. 
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Summary 
There are a variety of factors existing in Massachusetts that affect the role of the 
superintendent. Special student populations require that special services be provided in 
the schools and in the communities through government agencies. The mandates of the 
state special education law must be understood, interpreted, applied, and monitored to 
insure that special education students receive the same quality of educational services as 
do regular education students. 
Other special student populations require particular services based upon their 
types of needs. The superintendent holds the responsibility of meeting state and federal 
requirements for the education of all children. Student populations with special needs 
must be properly provided for; this is one of the superintendent’s responsibilities. 
There are extra costs involved in the education of special education students. 
The superintendent must continue to provide educational services even while these may 
burden the school district’s fiscal resources. There is a direct link between poverty and 
the number of special education children. Current economic and social factors are 
causing an increase in these numbers. The superintendent must understand and 
communicate to the educational staff and the community what the needs of these 
children are and what fiscal resources are required to meet their needs. 
The superintendent should work with legislators and organizations to examine 
ways to more fairly fund Massachusetts special education. The state contribution for 
special education funding to the cities and towns is 36% below the national average. 
Superintendents are already burdened by trying to stretch limited educational dollars; 
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the challenge of providing for the educational needs of special education students is an 
important role of the superintendent. 
Interfacing the federal government’s Eight National Education Goals with state 
mandates for school reform is required of the superintendent in all Massachusetts school 
districts. Federal monies have been provided for early childhood education. It is the 
superintendent’s responsibility to monitor early childhood education programs and to 
appropriately utilize state funds provided for early childhood education. 
School completion is another focus of the National Educational Goals. The state 
Department of Education has required local school districts, under the direction of the 
superintendent, to institute changes that will encourage students to complete their 
education. A statewide decline in the numbers of students who drop out of school has 
been attributed to these reforms. 
School districts are required to provide professional development opportunities 
for their professional staff. As well as assisting the staff to better provide educational 
services to all students, this training helps staff accumulate the proper number of credits 
for recertification. Providing staff development that is appropriate and helpful to staff 
and that complies with state requirements is a responsibility of the superintendent. 
Superintendents must direct curriculum and instruction reform in mathematics 
and science in order to comply with both the state frameworks and a National Education 
Goal. This is a major responsibility of the superintendent statewide; two thirds of the 
school districts still need to implement this reform. 
Establishing safe and drug-free schools is a national as well as a state goal. As 
federal monies for promoting safe and drug-free schools are received in most of the 
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state’s public schools, the superintendent holds the responsibility for monitoring 
appropriate spending of these monies. 
School councils have been established in each school in Massachusetts. 
Although it is the direct responsibility of the principal to chair the school council, the 
principals are responsible, in turn, to the superintendent for promoting and maintaining 
their school councils. The school council provides an important means of establishing 
communication and rapport between school constituencies and community 
constituencies. The school council is a vehicle that can be used by both the principal 
and the superintendent to promote the schools. 
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CHAPTER 3 
RESEARCH STUDIES ON THE ROLE OF THE SUPERINTENDENT 
Studies of the American School Superintendencv 
There have been seven national studies of the school superintendency. The first 
was commissioned in 1923 by the Department of Superintendence of the National 
Education Association of the United States; this study was followed by another 
published in the 1930s by the same organization. World War II marked a hiatus in the 
administration of a national superintendency study. The American Association of 
School Administrators and the Research Division of the National Education Association 
published a study in 1952. Thereafter, a study was published every ten years. 
Highlighted are studies from 1923, 1960, 1971, and 1982. Results of the 1992 study 
have been presented in detail. 
First Yearbook. Status of the Superintendent 
The first national study of the school superintendency was conducted in 1923. 
The purpose of the study was to present a profile of the American school superintendent 
in terms of professional compensation, roles and professional activities, and economic 
status (Department of Superintendence, 1923, p. 10). A population of 1,181 city 
superintendents provided data through questionnaire administration. 
The National Education Association identified important characteristics of one 
holding the leadership position of superintendent. The following were included as 
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important personal, professional, and experiential characteristics of the school 
superintendent. 
Personal - A dominating personality - a 
leader of men. 
A man of good moral character and religious 
belief. 
A good public speaker. 
A man of strong constitution and good health... 
A man of forty to fifty years of age. 
A man who is animated by ideals of service 
and who is kindly and sympathetic towards 
his assistants. 
A man who, when the needs of the schools demand 
it, knows how to fight and fight hard. 
(Department of Superintendence, 1923, p. 7) 
There were no women identified as superintendents; consequently, the superintendents 
of the 1920s were assumed to be males. 
Professionally, the superintendent was to be one who was a "graduate of a 
reputable college," one who either majored in administration or taught administration at 
the college level. Additionally, he was to make regular and important contributions to 
the field in terms of professional journal writing and was highly considered by 
colleagues from city school systems. Additionally, the superintendent would be a man 
who had had experience teaching at the elementary school level and who then moved on 
to become principal at this level. He would become superintendent first in a small 
school system and then move into a position in a city district and oversee the workings 
of a professional staff. 
Questionnaire data revealed these findings. The male city superintendents were 
of the ages between 24 to 73 and usually married. Less than thirty percent of the 
superintendents had had continuous graduate study of a year or more. Fifty percent 
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reported taking graduate courses between three and thirteen years previously. 
Educational experiences varied for these superintendents, with the median years of 
experience between 13 and 26. Almost seventy-five percent of the superintendents had 
had experience in teaching, with the average ranging from two to six years. Sixty 
percent had become superintendents after being high school principals and eighteen 
percent after being elementary school principals. Salaries for the city superintendent 
ranged from slightly under three thousand dollars to slightly over four thousand dollars 
a year (Department of Superintendence, 1923, p. 13). The city superintendent’s tenure 
averaged from two to six years, and he usually received a one year contract (Department 
of Superintendence, 1923, p. 15). The study recommended that leadership training for 
the superintendent be improved, resulting in increased and specific courses and 
programs of study. It was deemed desirable that the superintendent first have had 
experience as a classroom teacher and then as a principal. It was recommended that the 
length of the superintendent’s contract be extended from one year to three years, 
possibly even to five years. Final recommendations from this study were that all 
educational functions of the school system be centralized in the office of the 
superintendent and that the superintendent base his administrative work on the 
principles of business administration (Department of Superintendence, 1923, p. 18). 
1960 Study of the American School Superintendencv 
In 1960, the American Association of School Administrators and the Research 
Division of the National Education Association collaborated in studying the American 
school superintendency. Eight hundred fifty-nine urban superintendents completed 
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questionnaires pertaining to personal data, professional preparation, career line 
information, and recruitment, selection, and inservice development (American 
Association of School Administrators, 1960, p. iii). 
The average age of the superintendent was identified as 51. Although there were 
a few women urban superintendents, they were not included in the study. The 
population of superintendents from this study was, therefore, exclusively male. 
Running counter to the expectation that superintendents changed jobs every three or 
four years, data revealed that urban superintendents of 1960 were not highly mobile, 
with forty-four percent holding only one superintendency, and twenty-six percent 
holding two superintendencies. A superintendent’s average tenure in one position was 
eight years (American Association of School Administrators, 1960, p. 13). Almost one 
hundred percent of the superintendents held a bachelor’s degree, with majors in the 
behavioral sciences being the most frequent. However, in the largest districts of 
500,000 and over, the superintendents majored in history and political science 
(American Association of School Administrators, 1960, p. 20). Over half of the urban 
superintendents held a master’s degree, and twenty-one percent held a doctorate 
(American Association of School Administrators, 1960, p. 22). For superintendents 
serving in districts with populations of over 100,000, the typical ascendency pattern to 
the superintendency included classroom teacher, principal, and then central office 
administrator before the superintendency appointment (American Association of School 
Administrators, 1960, p. 39). The most frequently identified reason for superintendents 
seeking this position was its high salary (American Association of School 
Administrators, 1960, p. 43). More than seventy-five percent of the urban 
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superintendents said that they thought they had been selected by the school board based 
upon their "record of past experience, reputation, or ability" (American Association of 
School Administrators, 1953, p. 45). 
1971 Study of the American School Superintendencv 
In 1969-70, the American Association of School Administrators surveyed 
superintendents nationwide and published the results obtained from 1,128 respondents. 
Information was obtained about personal background, professional experience, 
professional study, and work related concerns (Knezevich, 1971, p. 11-12). 
Less than two percent of superintendents were female. Female superintendents 
usually worked in school districts having student populations of less than 10,000. The 
average age of the superintendent was 48. Younger superintendents tended to be drawn 
to the largest school districts. Most of the superintendents were employed in small or 
rural communities. Almost 96 percent of the superintendents had had classroom 
teaching experience (Knezevich, 1971, p. 11). 
The approximate age of first appointment to the superintendency was 36. These 
superintendents were not mobile within their states or from state to state. They tended 
not to move from one superintendency into another, with three-quarters of the 
superintendents holding only one or two superintendencies during their careers. 
Typically, as in the 1950s, superintendents had earned a master’s degree and tended to 
rate their graduate fields of study highly (Knezevich, 1971, p. 12). 
Issues of concern for these superintendents were identified as follows, with 
educational finance rating as the highest priority. "Demands for innovations, greater 
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visibility, changes in values and behavior, and the revolution in school staff relations" 
were among the chief causes of job pressures for these superintendents. The following 
were cited as reasons for superintendents leaving their jobs: "attacks on 
superintendents, teacher negotiation and strikes, the caliber of board members, 
inadequate financing, student unrest, and the social-cultural ferment" (Knezevich 1971, 
p. 12). 
Factors inhibiting the effectiveness of the superintendents included "inadequate 
financing of schools, too many insignificant demands upon the position, low quality of 
staff to support the superintendency, limits of personal capabilities, and insufficient 
time" (Knezevich, 1971, p. 12). Superintendents rated themselves highly and were 
satisfied with their work, with most stating that they would again enter the field of 
education and serve as superintendents (Knezevich, 1971, p. 13). 
1982 Study of the American School Superintendencv 
In its 1982 study, the American Association of School Administrators continued 
to examine the roles, conflicts, and emerging trends that categorize the changing 
institution of the superintendency. Questionnaire data from a sample population of 
2,533 public school superintendents were analyzed. The district sizes ranged from those 
of 25,000 or more to less than 300 (Cunningham & Hentges, 1982, p. 28). The topics 
examined in the study included the following: personal characteristics, professional 
experiences, job contexts, superintendent-school board relations, and professional 
preparation (Cunningham & Hentges, 1982, p. 3). 
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Women and minority superintendents occupied a small number of total posts, 
with women superintendents serving in 100 positions and minority superintendents 
serving in 37 positions (Cunningham & Hentges, 1982, p. 31 and 32). Other 
information about the superintendent of the 1980s was revealed in this study. 
Population statistics for the superintendents involved in the 1982 study were reported 
for each of four groups, as determined by pupil enrollment in the particular district. 
Cunningham and Hentges reported that the median age of superintendents had changed 
from the first reported median age of 43.1 in 1923 to "a trend towards a higher median 
age...with 1982 statistics revealing 48.7 as the median age" (1982, p. 32). Ninety-two 
percent of the superintendents indicated that they were married. No information about 
previous marriages, divorces, separations, deaths, etc. was asked in the 1982 survey 
(Cunningham & Hentges, 1982, p. 34). When asked to indicate their political party 
preferences, superintendents’ responses were "distributed fairly evenly among 
Republicans, Democrats, and Independents" (Cunningham & Hentges, 1982, p. 35). 
Superintendents in the 1982 survey had a great deal more education, particularly at the 
graduate level, than did their parents (Cunningham & Hentges, 1982, p. 38). 
Approximately one-third of the superintendents "had a parent active in the PTA/PTO" 
(Cunningham & Hentges, 1982, p. 39). When asked about the level of standard of 
living that their children could expect, these superintendents were "reasonably confident 
that the next generation - their own children - will at least equal or surpass their own 
standard of living" (Cunningham & Hentges, 1982, p. 41). 
In this 1982 report the following predictions were made about changes in the 
superintendency of the 1990s. Superintendents were likely to receive more advanced 
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education than they did in the 1970 and 1980s, culminating in as many as fifty percent 
of administrators receiving the doctorate (Cunningham & Hentges, 1982, p. 79). The 
fear was echoed that the ablest superintendents would be attracted out of the field of 
education to hold comparable administrative positions elsewhere. 
Additionally, issues related to equity were projected as possible conflict issues 
of the 1990s (Cunningham & Hentges, 1982, p. 80). Finally, the AASA contended that 
women and minority members were expected to hold more positions in the 
superintendency and that this would be reflected in a slight increase in numbers holding 
these positions from the 1970s. 
1992 Study of the American School Superintendencv 
In 1992 the American Association of School Administrators published its most 
recent study about the American school superintendency. This provided information on 
school administration during the 1980s as well as projections of trends for the year 
2000. The sample population was almost twelve percent of national superintendents 
from among the almost 15,500 school districts throughout the United States. Results of 
the study yielded information about the following categories: personal characteristics, 
professional experiences, school board relations, minority and women superintendents, 
professional preparation and training, and district characteristics. 
Gender. Race. Age 
An examination of the categories of gender, race, and age indicated the 
following. As was the case in the AASA 1982 study of the American school 
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superintendency and reflective of other high level administrative positions in our 
country, white males held the majority of superintendent positions. Women held 6.6 
percent of these positions (Glass, 1992, p. 9). 
Out of the total population responding to this 1992 study, "only 182 are women, 
minorities, or both," making minority and women superintendents very 
underrepresented in the total number of superintendents’ positions nationwide (Glass, p. 
55). 
Minority superintendents were identified as being about four percent of the 
population, and of these, blacks and Hispanics composed the largest minority groups 
(Glass, 1992, p. 10). 
Glass asserted that"... even though some minorities and a few women hold the 
largest and highest salaried superintendencies in the nation, they are still 
underrepresented among the ranks of American public school administrators" (1992, p. 
55). 
Women superintendents were identified as being younger, at age 49.8, than their 
male counterparts, nationally. Minority superintendents ranged in age from 41 to 60, 
with twenty-five percent ranging in age from 51-55 (Glass, 1992, p. 55). 
Glass stated that there was an "overall median age of about 50" for 
superintendents and that this figure had not changed significantly for the past 
fifty years (1992, p. 11). 
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Professional Experiences 
In the 1990s, almost 38 percent of the superintendents followed the traditional 
career line to attaining the superintendency, that of classroom teacher, principal, central 
office administrator, and appointed superintendent. Among superintendents of larger 
school districts, "this career track was true about 54 percent of the time." This career 
pattern is twice as likely to be followed by minority superintendents as by nonminority 
superintendents (Glass, 1992, p. 22). 
Women superintendents, however, are more likely than men to move from 
classroom teacher past the principalship and directly into a central office position. A 
slightly higher percentage of female superintendents than male superintendents are 
likely to follow the traditional career path from classroom to principalship to central 
office position to superintendent (Glass, 1992, p. 59). 
Educational Background 
More women and minorities hold doctorates than do male and nonminority 
superintendents. More than half of the minority superintendents hold doctorates, as 
compared to the average of thirty-five percent of nonminorities holding doctorates 
(Glass, 1992, p. 65). 
Job Satisfaction 
When asked to state reasons for why superintendents actually leave the field, 
superintendents responded that lack of sufficient financial resources and problems with 
community support were the top two reasons (Glass, 1992, p. 50). 
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Nearly two-thirds of the superintendents indicated great satisfaction with their 
role as superintendents, with minority superintendents feeling the greatest degree of job 
satisfaction (Glass, 1992, p. 63). Those in small districts felt less satisfaction in their 
role, presumably due to. the overburdening of tasks that many small district 
superintendents face (Glass, 1992, p. 51). 
Sixty-seven percent of the superintendents responded that they would make the 
same decisions in terms of entering and remaining in the position of superintendent, had 
they the opportunity to make these decisions again (Glass, 1992, p. 54). 
The vast majority of superintendents considered themselves to be mentors to 
others aspiring to this role, minority and women superintendents included (Glass, 1992, 
p. 61). Minority and women superintendents cited the ’’old boy/old girl network" as 
being extremely helpful in their obtaining the position of superintendent (Glass, 1992, p. 
62). 
Glass stated that the "old boy/girl network" is not a hindrance to women and 
minorities seeking the superintendency (1992, p. 62). 
Hiring 
According to the 1980 study, superintendents reported that they were hired by 
their school boards due to 
... personal characteristics...the image or role they presented during the 
interview process as well as information the board learned from 
community members they served in their last district. (Glass, 1992, p. 
30) 
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This information sharply contrasted with 1990s superintendents reporting the 
reasons for their being hired by the school board. Fewer than four percent cited 
personal characteristics as the reasons for their being hired. Instead, Glass speculated 
that complicated factors such as "the ‘maturing’ of the profession and perhaps the use of 
more stringent selection criteria by local school boards" were at play in the hiring of the 
superintendents (1992, p. 31). 
Roles 
In a category labeled "Movers, Shakers, and Peacekeepers," Glass identified 
three roles that are typical for the 1990s school superintendent (1992, p. 30). First is the 
role of change agent. The school board may look for a superintendent to act as change 
agent and hire the candidate based upon his/her capabilities to institute change. Or the 
school district may be 
... change resistant, and superintendents in the role of change agent can 
start enough conflict and pressure that the board (or a new board) has 
little choice but to make significant changes. (Glass, 1992, p. 30) 
Glass stated that a new school board or one that perceives that the district is "not 
operating very well" can often seek out a change agent to institute systemic change and 
that "superintendents in these roles typically are hired from the outside" (Glass, 1992, p. 
30). More than one-third of the superintendents in large districts "indicated that they 
had been hired to be a change agent" (Glass, 1992, p. 30). "Here, new superintendents 
are sought who will correct the ills of their urban school districts" (Glass, 1992, p. 30). 
Yet almost thirty percent of superintendents from small school districts with populations 
of 3,000 to 24,999 "indicate they were hired for the change-agent role" (Glass, 1992, p. 
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30). Glass further delineated that newly hired superintendents going into systems in 
crisis or turmoil were frequently hired as change agents (1992, p. 30). 
The second type of role that Glass identified for the 1990s superintendent was 
that of "developer," one who would implement and institute the changes brought about 
by the superintendent change agent. He related that "Once most of the resistance to 
change has been overcome...this type of superintendency is often one that is secure for a 
number of years" (1992, p. 30). 
The third type of role is that of the superintendents maintaining the status quo. 
This would be typical in districts that are stable, not in a state of flux, or are not facing 
the need to institute changes or reforms (Glass, 1992, p. 30). The role of instructional 
leader had formerly been identified as the reason for a superintendents being hired. This 
did not seem to be as important a role for the superintendents of the 1990s; the 
superintendents did not feel that this was primary to their being hired by their school 
boards. However, Glass stated that the traditional emphasis on the superintendent as 
instructional leader would likely continue, especially since so many states were faced 
with implementing mandates for educational change that focused heavily on improving 
instructional quality (1992, p. 31). 
Significant Problems 
In the 1980s, community involvement and support of the public schools was 
sought, particularly as this helped in the passage of school finance packages in the 
particular community (Glass, 1992, p. 36-37). The presence of pressure groups within 
the community, including teacher unions, was seen as a real issue by the 
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superintendents, especially as these related to budget decisions and the retention or 
dismissals of staff (Glass, 1992, p. 39). 
Superintendents in this national study overwhelmingly identified the most 
significant problems faced by the superintendents us the following: financial matters, 
testing and assessment, accountability, and credibility. Time management assumed the 
next position in terms of the priority of issues concerning superintendents (Glass, 1992, 
p. 46). Superintendents indicated that insufficient finances and "...having too many 
insignificant demands placed on them by the board, staff, and community" (Glass, 1992, 
p. 47) hampered their effectiveness. Complying with state-mandated reforms posed 
problems for the superintendents, largely due to lack of sufficient resources within the 
district to utilize in the implementation of the state reforms in education (Glass, 1992, p. 
47). 
Stress 
In both the 1982 and the 1992 studies, superintendents responded similarly when 
questioned about the level of stress they faced in their job as superintendent. Eighty- 
four percent of superintendents in both surveys replied that they experienced 
"considerable" stress. In the 1992 study, there was no significant difference in terms of 
levels of stress experienced by the superintendents, as determined by district size or by 
age groups. Younger superintendents experienced a higher level of stress than did their 
counterparts who were over the age of 60 (Glass, 1992, p. 52). Glass indicated the need 
for superintendents themselves to be aware of the high levels of stress that are inherent 
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in their jobs. He also posited the need for superintendency preparation programs to 
address the subject of stress (1992, p. 52). 
Women and Minorities - Discriminatory Practices 
Women and minority superintendents, when asked about there being 
discriminatory hiring and promotional practices, responded similarly. These two groups 
identified gender and ethnicity as being a problem in hiring and promotion, although 
their male and nonminority counterparts did not. Four times as many women 
superintendents indicated that discriminatory hiring and promotional practices related to 
women were more of a problem for them than these practices were for men. Minority 
superintendents basically concurred, although they surmised that discriminatory hiring 
and promotional practices were three times more of a problem for women than for 
nonminorities, white male superintendents. However, a significant number of both 
women superintendents (at 40.2 percent) and minority superintendents (at 37 percent) 
"think discriminatory hiring practices against women ... a minor problem" (Glass, 1992, 
p. 62). 
When asked whether there were discriminatory hiring and promotional practices 
against minorities, both women and minority superintendents responded that these 
practices existed and "are a major problem" (Glass, 1992, p. 62). "In fact, 59.7 percent 
of minority superintendents say hiring discrimination is a major problem compared to 
only 16.6 percent of nonminority superintendents" (Glass, 1992, p. 62). 
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Summary 
Whatever the facts, there are majorities of women and minority superintendents 
who believe they have suffered from discriminatory hiring and promotional practices. 
These perceptions indicate that a problem exists in terms of women and minority 
superintendents facing discriminatory hiring and promotional practices. 
1956 Study of the Massachusetts Sunerintendencv 
In his 1956 study of the Massachusetts superintendency, Gross conducted 
interviews with approximately fifty percent of the school superintendents and their 
school board members (1956, p. ix). Two hundred seventeen superintendents from four 
geographical areas within Massachusetts were identified, and one hundred two 
superintendents were interviewed (1956, p. 153-154). Although problems specified by 
the Massachusetts superintendents could be considered problems faced by 
administrators elsewhere in the United States, there emerged data which Gross 
generalized to ninety-seven percent of the Massachusetts school systems (1956, p. 4). 
The focus of Gross’s study was to determine what factors influenced the 
effectiveness of the superintendents. Subjects included in the in-depth interviews were 
the types of pressures faced by the superintendent, the causes of these pressures, 
interactions between school boards and superintendents, the perceptions of school board 
members of the effectiveness of the superintendents, and agreements and disagreements 
between school board members and superintendents (1956, p. xv and xvi). 
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Personal Data 
There was the notable absence of personal and professional data about the 
superintendents. The persons serving as Massachusetts superintendents at the time this 
study was conducted were not identified by either sex or minority status. It was 
assumed by the author that the superintendents interviewed were white males. The ages 
of the superintendents were not included in the research data. Information about 
educational background and factors effecting the superintendents was not included, nor 
was information about preparations for the superintendency and the educational status 
of the superintendents. Instead, superintendents and their districts were categorized by 
three criteria. First, superintendents were identified as belonging to a union or non¬ 
union school district, one with two or more communities acting as an administrative 
district (1956, p. 153). The second criterion was the identification of the type of 
community of each superintendent. Following is a table (Table 7) indicating 
populations within communities and numbers of like communities in Massachusetts. 
These communities ranged in size from populations of over 50,000 to populations under 
5,000. 
Lastly, the communities were categorized in terms of tax dollars allocated for per pupil 
educational expenditures. 
Areas of Concern for Superintendents 
In this study of the Massachusetts superintendency. Gross named specific areas 
of concern for the superintendents. Most often mentioned in the study was "inadequate 
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Table 7 
Massachusetts Communities in 1956 
Community Size 
Number of Communities 
this size 
50,000 and over 10 
10,000-49,999 30 
5,000 - 9,999 24 
Under 5,000 41 
Total Number of Communities 105 
financial support for their school systems" (1956, p. 6). The next concern held by the 
Massachusetts superintendents was inadequacy of staff, with the superintendents not 
being able to hire and retain adequate numbers of professional teaching staff (p. 8). 
Thirty percent of superintendents "cited the provincial and traditional attitudes of their 
communities as a major barrier" (p. 10). Public apathy to public education was 
identified as a concern for twenty percent of the superintendents. The school board was 
identified by eighteen of the superintendents in this study as interfering with the 
superintendent’s performance. For one out of eight superintendents, being able to 
manage time in "appropriate" functions was another concern. Concurrent demands 
placed upon the superintendents interfered with their desire to perform as educational 
and instructional leaders in their school systems (p. 17). Nearly seventy-five percent of 
the superintendents felt that federal aid for the public schools in Massachusetts was 
desirable (p. 127). 
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The following were perceived by Massachusetts superintendents as blocking the 
progress of public education. Elected and appointed officials were identified by thirty- 
eight percent of the superintendents as "those who do most to block the public schools 
in their communities" (p. 19), although this information was more consistently reported 
as a problem for superintendents from city rather than rural area school systems. 
Members of the business community were identified as the next group to do "most to 
block public education" (p. 22). Other constituencies and factors served to block the 
superintendents’ work. These were cited as the following. Taxpayer groups were 
identified by over thirty-three percent of the superintendents as having special interests 
in terms of limiting funding of school budgets (p. 23). "Older residents of the 
community, especially those with no children in the schools" were identified by twenty- 
eight percent of the superintendents as blocking public education. Nineteen percent of 
the superintendents identified "individuals with personal grudges against the schools," a 
surprising finding to the researchers (p. 25). Religious groups, promotion of private 
education by the press, and other factors were determined as additional forces that block 
the operation of the public schools (p. 30, 31). School board members were identified 
by nearly twenty percent of the superintendent population as "a major obstacle to 
carrying out his job in a professional manner" (p. 136). 
Areas of Concern for School Boards 
Relations between the school board and the superintendent revealed perceptions 
about the quality of the job being performed by both groups. How good a job the 
school board was doing, in the perceptions of the superintendent, and, conversely, how 
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good a job the superintendent was doing, from the perspective of the school board 
member, were reported by Gross. 
The type of educational philosophy engendered by the school board made no 
difference "as far as its adherence to professional standards" (1956, p. 99). Neither did 
the occupational status of the school board member affect his professional standards as 
these related to education in the school district (1956, p. 98). Gross continued to 
surmise that, in terms of the quality of professionalism versus non-professionalism of 
the school board member, "the ‘well motivated’ behave professionally; the ‘badly 
motivated’ behave unprofessionally" (1956, p. 99). Gross stated that it was probable 
that school boards that rated their superintendents highly were likely both to "adhere to 
professional standards" and to be satisfied with the quality of their functioning as a 
school board (1956, p. 100). The professionalism or non-professionalism of the school 
board was identified as impacting both the new and the experienced superintendents. 
Educational and experiential factors of the superintendent were not deemed to impact 
the professionalism of the school board. 
How long the superintendent has been employed as a school 
superintendent, how many different superintendency positions he has 
held, and even how long he has held his present superintendency position 
have no bearing on whether or not his school board adheres to 
professional standards. Inexperienced superintendents are just as likely 
to have professional or unprofessional boards as experienced 
superintendents. (1956, p. 101) 
Gross further stated that both job and career satisfaction of the superintendent 
hinged upon the professionalism of the school board, with greater job and career 
satisfaction resulting if the school board behaved professionally (1956, p. 101). When 
the school superintendent’s performance was deemed inadequate by the school board, 
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Gross postulated a direct relationship to unprofessional behaviors on the part of the 
board members (1956, p. 101). 
When asked to rate their superintendents in terms of job performance, sixty- 
seven percent of the school board members responded that their superintendent was 
doing an " ‘excellent job in financial administration (more) than in any other area of his 
job’ " (1956, p. 103). More than fifty percent of the school board members responded 
that their superintendent was doing well in terms of personnel management and physical 
plant management (1956, p. 104). When school board members responded to their 
perceptions of the adequacy of the superintendent in terms of public relations, the 
following was reported. Refer to Table 8 for this information. 
Table 8 
The Massachusetts Superintendent and the Quality of 
Public Relations as Perceived by School Board Members, 
1956 MA Study 
40.0% superintendent rated as "excellent" 
30.0% superintendent rated as "good" 
30.0% superintendent rates as either "fair" or "poor" 
Superintendents corroborated the opinions of school board members by stating 
that public relations was their weakest area of performance. Superintendents were also 
rated low by their school boards and rated themselves low in terms of "instructional 
direction" (1956, p. 106). 
Although superintendents wished to improve the quality of both their public 
relations and their instructional direction, superintendents were not able to devote the 
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time they felt necessary to these ends. Being saddled with other constraints of the 
superintendent’s role and with the inhibiting factor of time made it difficult for the 
superintendent to improve performance and perception of performance in these two 
areas (1956, p. 107). Also deemed an important factor by Gross in the superintendent’s 
successful performance in public relations and instructional direction was the amount of 
money that the community was willing to invest. "If funds are restricted, the 
superintendent must spend his time on trivial and menial tasks for lack of assistance" 
(1956, p. 107). 
Rated highly by school board members were "young" superintendents, those 
who were relative newcomers to working in the field of education (1956, p. 109). Gross 
postulated that the more time that the superintendent spent at the job, the more this was 
likely to enhance his ratings by the school board, and that younger superintendents were 
perceived as spending more time in the role of superintendent than were experienced 
superintendents (1956, p. 107). Gross queried that his findings "suggest... that the 
older superintendents are more likely to carry out their jobs in such a way that they do 
not, on the average, receive as high a rating as younger superintendents" (1956, p. 109). 
Superintendents receiving a high rating of satisfaction from their school board 
members were also characterized as possessing the following attributes. Those who 
were "exceedingly persistent and voluntarily bend every energy to finish tasks," those 
who possessed a good business sense, and those who worked well with people tended to 
be rated highly by their school boards (1956, p. 111). 
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Recommendations 
Gross (1956) recommended that the following be considered in improving the 
Massachusetts superintendency. He felt that superintendents needed to examine more 
closely their own ability to provide educational leadership (p. 140). Gross stated that 
superintendents were inclined to identify external factors as inhibiting their 
effectiveness as administrators in their school systems, when it could very well be the 
superintendents themselves who were contributing to the problems in their school 
systems. Gross suggested that superintendents question themselves as "to what extent 
these inadequacies of their communities and the schools were attributable to their own 
leadership deficiencies" (p. 141). 
In terms of educational preparations for the superintendency, Gross stipulated 
that the universities needed "to present future superintendents with a realistic picture of 
the problems they will encounter in their jobs" (p. 143). Gross cited the need to 
examine in these preparatory programs specific factors that affect the quality of public 
education (p. 143). Superintendency training programs were seen as performing a 
disservice by promoting a homogeneous view of the school superintendency, "that the 
job of a superintendent of schools is essentially the same in any community" (p. 143). 
Gross identified "community and staff conditions confronting Massachusetts 
superintendents" as "quite variable" (p. 143). 
Gross suggested that formalized procedures for examining the pressures and 
cross-pressures that superintendents are exposed to should be identified and put into 
practice (p. 145). Similarly, Gross felt it important for the school systems to institute 
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forums for concerned citizens and members of constituent groups to vocalize their 
concerns about the public schools (p. 146). 
Citing the mandate for public education and the responsibility for adequate 
funding of public education, Grows advocated that "a substantially greater contribution 
to public education must be made from state and federal funds" (p. 149). 
Summary 
Studies of the American school superintendency have revealed important 
information about school superintendents from the 1920s to the 1990s. Also, a study of 
the state superintendency from the 1950s delineated the roles of the superintendent in 
Massachusetts. 
The superintendent of the 1920s was concerned with presenting a strong image 
of a qualified professional and the superintendent was referred to in the literature as a 
male. A majority of the superintendents ascended to this role after working as a high 
school principal. Recommendations for an extended tenure (from one to three years or 
more) as superintendent were first made to school committees at this time. It was 
recommended that the superintendency be a position of centralized authority over the 
school system and that the superintendent apply principles of business administration. 
There were no female superintendents identified in this study. 
In the 1960 national study of the superintendency, it was revealed that 
superintendents were not highly mobile in terms of changing districts. Superintendents 
were attracted to the job based upon high salaries. Selection of a superintendent by 
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school committees was based upon proficiency, reputation, and/or personal 
characteristics. There were few female superintendents identified in this study. 
The superintendents of the 1971 study profiled similarly to the superintendents 
from the 1960 study. There was little job mobility, with most superintendents 
remaining in one position or perhaps taking a second superintendency. Educational 
finance was identified as a concern of these superintendents. Most superintendents 
stated satisfaction with serving as superintendent. There was a small population (less 
than two percent) of female superintendents identified in this study. 
In the 1982 national study of the superintendency, it was revealed that 
superintendents at this time period were better educated than were their predecessors. 
Equity in the superintendency was projected to be the issue of major concern into the 
1990s. Women and minorities held a small number of superintendent positions. 
According to the 1992 national study of the superintendency, the superintendent 
was more educated than peers from earlier decades. More women and minorities held 
the doctorate than did their male and non-minority colleagues (Glass, 1992, p. 65). The 
superintendents indicated great satisfaction with their role as superintendent and that 
they would again choose this role. The majority of superintendents considered 
themselves to be mentors, especially to women and minority superintendents (Glass, 
1992, p. 61). The superintendents cited personal qualities as the chief reasons for their 
being hired by the school committee. Superintendents from this recent study assumed 
the roles of change agent, developer and institutor of change, and maintainer of the 
status quo. Superintendents identified financial resources, curriculum changes, 
assessment, and accountability as their primary concerns. The majority of these 
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superintendents experienced considerable stress in the performance of their role as 
superintendent. Differing from their male and non-minority counterparts, women and 
minority superintendents identified race and gender as issues related to discriminatory 
hiring and promotional practices. The majority of superintendent positions were held 
by white males with women holding 6.6 percent of these positions (Glass, 1992, p.6). 
In the 1956 study of the Massachusetts superintendency, the majority of the 
superintendents identified financial concerns as a central issue. Their relationship with 
the school board was also identified as an issue of concern to these Massachusetts 
superintendents. The majority of school boards rated their superintendents as 
performing well in the role of the superintendent. Both school boards and the 
superintendents identified public relations and "instructional direction" as areas of weak 
performance (Gross, 1956, p. 106). The qualities of persistence, ability to work with 
people, and possessing good business sense were identified as important for the 
Massachusetts superintendent from this time period. Superintendent preparatory 
programs were viewed as needing improvement due to the high variability of districts 
within Massachusetts. Lastly, funding for public education in Massachusetts from both 
the federal and state government was advocated. Women superintendents were not 
identified in this study. 
The Education Reform Act of 1993 
Education reform looms large for superintendents in Massachusetts. As the 
initial person responsible for students in the districts doing well academically, the 
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superintendent has the responsibility of understanding and implementing this law that 
pertains so specifically to public education. 
This omnibus has given new and specific direction to the public schools 
throughout the Commonwealth of Massachusetts. It contains changes in policies 
affecting curriculum and instruction, certification, staffing, school-based authority, 
administrators’ authority and educational finance. Each of these aspects of the 
educational process is directed, overall, by the school superintendent and indicates new 
and important responsibilities for the superintendent. 
Curriculum Frameworks 
Students should benefit from rigorous and appropriately challenging academic 
curricula. In response to the need to establish statewide standards for academic 
instruction, the law has mandated that each school within each school district meet state 
requirements for offering Core subjects. These are in the areas of mathematics, science 
and technology, foreign languages, history and social sciences, the arts, and English 
Language Arts. The additional subject area of comprehensive health education, 
although not a Core academic area, is considered part of the seven subject 
Massachusetts curriculum frameworks. 
Curriculum frameworks articulating student learning objectives and outcomes 
were developed for statewide implementation. School personnel had opportunities to 
work in developing these frameworks. Each curriculum framework has a common 
structure and includes guiding principles, content strands, and learning strands for pre¬ 
kindergarten through grade 12. Each document was developed to include objectives, 
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suggested methods and materials, and a comprehensive curriculum instructional ladder 
through all the grades. 
Each grade level and/or department within each school is to implement its 
particular subject curriculum framework. For teachers used to using the traditional 
thematic, chronological, unit, textbook, or titles methods of organizing the curriculum, 
superimposing the core curriculum frameworks poses a challenge. Teachers must 
organize their approach to their subject according to learning strands and objectives 
established by the state Department of Education. Each district is required to offer 
training opportunities for staff to earn credits for recertifications. Such staff 
development and study opportunities as are provided within the districts themselves 
should serve to assist the teachers in implementing their use of the new curriculum 
frameworks. The superintendent is responsible for the implementation of the 
Massachusetts Curriculum Frameworks. Principals, department heads, curriculum 
specialists, supervisors, and directors must all understand the requirements of the 
frameworks and must implement, under the direction of the superintendent, the 
frameworks in each classroom in the commonwealth. 
Massachusetts Comprehensive Assessment System (MCAS') 
The Massachusetts Comprehensive Assessment System was adopted by the 
Board of Education as a "system for evaluating on an annual basis the performance of 
both public school districts and individual public schools" (An Act Establishing the 
Education Reform Act of 1993. p. 21). Results of MCAS testing "shall provide the 
means to compare student performance among the various Massachusetts school 
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systems and communities, and between Massachusetts students and students in other 
states and in other nations, especially those nations which compete with Massachusetts 
for employment and economic opportunities" (An Act Establishing the Education 
Reform Act of 1993. p. 21). These are truly high-stakes tests. 
Accompanying three of the core subject curriculum frameworks is a system of 
assessment of the statewide curriculum. Instituted in May of 1998, the MCAS testing 
will assess individual student, individual school, and individual school system 
performance on criterion-referenced, standards-based assessment tests in the areas of 
English Language Arts, mathematics, and science and technology. The MCAS test in 
history and the social sciences will be administered in 1999. With the exception of 
students not proficient in English, those who have spoken English for two years or less, 
all students in grades 4, 6, and 10 will be tested. Accommodations will be made for the 
administration of the test to special education students, depending upon the nature of 
their special educational needs, as such methods additional to the traditional sub-test 
setting and materials of MCAS are stipulated for in the Education Reform Act of 1993. 
Beginning in 2003, students will have to take and show proficiency in each of the sub¬ 
tests in order to receive a graduation diploma. 
There was much preparation for the MCAS tests on the part of educators and 
community groups statewide. School systems received recommendations from the state 
Department of Education about how to prepare their students and teachers for the spring 
tests. Informational memoranda, brochures, and packets on the MCAS were prepared 
for distribution to students, parents, teachers, and administrators. The Commissioner of 
Education emphasized the serious nature of the testing when he prefaced one of the 
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MCAS brochures with the statement that "all of our efforts in Education Reform will 
come sharply into focus with the first administration of the new statewide testing 
program" (Massachusetts Department of Education, February 1998). 
The results of the MCAS are being scrutinized carefully. Teachers at the grade 
levels being tested will be held accountable for test results. Each school and the schools 
within each district will be held accountable for test results. Beginning in 1999, high 
school students taking the MCAS testing battery will have to receive passing scores in 
order to receive their high school diplomas. District-wide results will be published as 
will statewide results. The superintendent, as the chief educational official in the 
district, will be responsible for successful outcomes of the entire testing process. The 
results of the testing will be analyzed and explained by the superintendent to the school 
committee, principals, and administrative councils. The superintendent will need to 
present the results of the MCAS testing to the larger community. Particularly in relation 
to the press, the superintendent will have to articulate the purpose, administration, and 
results of the testing, and its ramifications for the school system. Superintendents will 
have to determine how to deal with teachers having unacceptable numbers of students 
not passing the tests. Departments having unacceptable numbers of students not passing 
the tests will have to be dealt with, as would individual schools having unacceptable 
numbers of students not passing the tests. The superintendents will face pressure from 
the state Board of Education to have acceptable results from the MCAS tests. The 
superintendent will have many additional responsibilities as a result of these high-stakes 
tests. 
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Certification and Staffing 
In terms of mandated changes that affect teachers, the traditional tenure system 
has been abolished in Massachusetts. All professional staff (teachers, nurses, guidance 
and adjustment counselors, school psychologists, and building and central office 
administrators) are required to accumulate "professional development points" which 
will accrue and meet state Department of Education standards for recertification. Broad 
guidelines have been given for methods in which these recertification points may be 
earned and include system staff development programs, curriculum work, coursework, 
attendance at seminars and conferences, and other activities. Each professional staff 
member is required to keep a portfolio for recertification purposes. This process of 
recertification, supplying portfolio information, and of paying required fees will be 
completed every five years. Each school district is required to provide opportunities for 
the professional staff to acquire their professional development points for recertification 
purposes. The superintendent has to work with staff to determine how professional 
development to support staff recertification should be conducted. The superintendent’s 
office is responsible for keeping the recertification files of its staff members; this 
recertification filing will be completed by June 1999. 
The Principal’s Authority 
The building principal is given new authority under the Education Reform Act 
of 1993. It is no longer the School Committee but rather the principal who, with the 
approval of the superintendent, is responsible for hiring, review, and dismissal of school 
personnel. 
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Just as the principal is responsible for assessing staff performance, he/she is also 
responsible for the school’s overall effectiveness. Starting in the fall of 1998, the results 
of the state assessment testing program, MCAS, will be scrutinized. Each principal will 
be responsible for the overall performance levels of students in his/her building. The 
principal’s role as instructional leader will be critically examined as these MCAS scores 
are available. According to The Education Reform Act of 1993, 
the principal of each school, in consultation with the school council 
established pursuant to this section shall adopt educational goals for the 
schools consistent with the goals and standards including the student 
performance standards ... shall assess the needs of the school in light of 
those goals, and shall formulate a school improvement plan to advance 
such goals, to address such needs and to improve student performance. 
(Massachusetts State Legislature, p. 65) 
The principal, under The Education Reform Act of 1993, is enabled to expel 
students who engage in threats or acts of violence toward a member of the school staff 
The principal is also authorized to expel a student for the possession of illegal weapons 
or drugs. 
Given such specific authority at the building level, the principal’s role has 
expanded under the new mandates of educational reform. It is vital for the 
superintendent to identify, recruit, and choose excellent, exemplary choices for the 
position of principal in the district. 
Implications for the Superintendent as Result of Educational Reform 
The superintendent is responsible for implementing all phases and requirements 
of The Education Reform Act of 1993 and for monitoring compliance of all schools 
within the district to these mandates. Among the components of The Education Reform 
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Act of 1993 most essential for the superintendent to monitor are the utilization of the 
curriculum frameworks and the integration of the curricula with a new assessment 
system. Also important to the role of the superintendent in Massachusetts is the 
choosing of building administrators. Because of the heightened responsibilities of the 
principal, it is most important for the superintendent to make good choices about the 
hiring of principals. 
Educational Finance 
Compounding the picture of the superintendent’s role is the factor of financing 
special education within the structures of educational reform. Chapter 70 states that 
"fair and adequate minimum per student funding for public schools in the 
commonwealth” will be assured "by defining a foundation budget and a standard of 
local funding effort applicable to every city and town in the commonwealth” (General 
Laws of Massachusetts, Chapter 70: Section 1). Educational funding of school districts 
within the commonwealth follows the foundation plan. State monies remain available 
to equalize expenditures per pupil per district. Foundation level financing is required 
with minimum expenditures per pupil of $5500 by the year 2000. 
An additional financial burden upon the superintendent is the loss of district 
monies to charter schools. The organization of charter schools was a significant aspect 
of The Education Reform Act of 1993. In 1997, the act was amended to include the 
creation of Horace Mann schools. Funding for the Horace Mann schools is taken from 
the sending districts and from the receiving district. These monies are then applied 
towards the particular school in the district of its location. If each district is operating 
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above its foundation level of funding, the state reimburses the districts with monies. 
The sending district takes the monies it is receiving from the state over its foundation 
funding formula and applies these monies to the education of students in the district of 
location of the Horace Mann school. If the district is not operating above its foundation 
level, there are no extra monies received from the state. This would negatively impact 
the sending district which pays for the Horace Mann charter school student. The 
educational funding of the district of location also operates according to the foundation 
formula. Whether or not the receiving district is operating at or above the foundation 
level strongly colors the amount of money that the sending district will have to 
contribute to the educational costs for the particular Horace Mann school. 
Commonwealth Charter schools receive monies from the sending district. The 
Commonwealth Charter school receives directly from the state a portion of state funds 
allocated to the specific school district. That amount equates approximately with the 
per pupil expenditures of the district. The Commonwealth Charter schools are entitled 
to average per pupil expenditures from the sending district. These schools are entitled 
to the average per pupil expenditures of the sending or the average per pupil 
expenditures of the district in which the charter is located. This can have a significant 
budgetary impact upon the sending district. For example, in the Northampton school 
district, there are 60.78 students attending charter schools. The district is operating 
above its foundation formula funding level. Therefore, there is a state reimbursement 
payment of $11,236 that is given to the sending district. The Northampton school 
district, after subtracting the state payment from its local payment for the charter school 
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students, paid $291,020 for the students educated in the charter schools. This averaged 
with the district spending $4,850 per student attending the charter schools. 
Thirty-two districts in Massachusetts are above their foundation formula level of 
educational spending; these districts qualify for state reimbursement payments. 
Whether there is a state payment to the sending district that then goes to the charter 
school(s) depends upon the level of funding of the district in which the charter school is 
located. Refer to Appendix A for this information. If the district of location is funded 
above foundation level, "the commonwealth shall pay a tuition amount to the charter 
school equal to the average cost per student in said district" (Massachusetts Department 
of Education, Charter School. 1997, p. 6). If a charter student resides in a district that 
does not fully fund according to the foundation formula, there is no state payment. 
Instead the 
commonwealth shall pay a tuition amount to the charter school equal to 
the lesser of (1) the average cost per student in said district and (2) the 
average cost per student in the district in which the charter school located 
(Massachusetts Department of Education. Charter School. 1997. p. 6) 
There is great pressure on the superintendents to press for above foundation 
funding in their districts. This necessitates the city’s or town’s voters make the 
commitment to fully fund their school system. 
Foundation Funding. Successes 
Antonucci proudly stated that "nearly a billion-dollar increase in state aid for our 
public schools" was provided through fiscal 1997, supporting a major requirement of 
education reform by "ensuring that every school district has adequate financial 
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resources, regardless of the wealth of the local community" (1996, p. 8). In his 1997 
report on educational reform, the commissioner said that an additional year of 
educational reform monies was funded by the governor, "with the goal that the Year 
2000, all districts will be at their foundation level" (Massachusetts Department of 
Education, May 1997, p. 3). In February 1998, Governor Cellucci 
... reaffirmed his commitment to full funding of Education Reform. He 
said that testing and accountability are crucial to success and that low 
standards are unacceptable. Regarding his proposed $270 million 
increase in the FY99 budget for education, the Governor said 90% of the 
new education money should go directly to classrooms. He said that 
one-half of that amount would be ample to hire 4,000 new teachers, and 
that the other half could go toward new textbooks and materials. Further, 
he agreed with Chairman Silber that this money could be used for after- 
school tutoring programs and summer school. (Massachusetts 
Department of Education, February 12, 1998) 
Foundation Funding. Problems 
Former Commissioner Antonucci cited a problem with the financial aspects of 
education reform when he discussed the impact on communities which are categorized 
as over-foundation districts. Factors such as "inflation and enrollment growth" have 
hampered over-foundation districts’ abilities to maintain spending levels above their 
foundation level indicators. Antonucci explained that although the 1997 "growth factor 
calculation" would assist the over-foundation communities, "the issues of excess debt 
and overburden aid continue to limit adequate local spending on education" (1996, p. 
30). 
In its 1996 study of Massachusetts educational reform, the Massachusetts 
Taxpayers Association highlighted six considerations related to educational finance 
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issues. A major goal of state education reform was met from 1993 to 1996; this was the 
goal of bringing "underfunded schools up to a more adequate level of spending" (p. 4). 
The organization stated that the goal was clearly met during the first four years of 
education reform and that, given its current trends, Massachusetts should meet the goal 
of the statewide foundation standard by the year 2000. By comparison, numbers of 
communities that had been spending over the foundation standard have faced 
unexpected financial demands brought about by large and unexpected increases in 
enrollment and the restrictions of Proposition 2 1/2 cap on municipal spending. The 
fact that there were so many Massachusetts communities already at over-foundation 
levels of educational spending made it possible to equalize the educational dollars for 
under-foundation communities; this also served "in slowing the slippage of better- 
financed schools experiencing rapid enrollment gains" (p. 4). 
Local funding did not keep up with the increase in state funding for education. 
"While state aid grew at the impressive rate of 12.5 percent a year, local contributions 
rose only 4.0 percent a year, not enough to keep up with the 5.2 percent annual increase 
in inflation and enrollment" (Massachusetts Taxpayers Foundation, June 1996, p. 5). 
The costs for state special education funding were cited as rising significantly 
from 1992 to 1995. The numbers of both special education and regular students rose in 
these years, as did the instructional spending for these populations. "While actual per 
pupil spending on regular education, adjusted for inflation, was up only 2.2 percent 
from 1992 to 1995, special education spending rose 12.3 percent." Additionally, the 
costs for special education have increased by 21.1 percent from 1992 to 1995, as 
compared to an increase of 10.2 percent for regular education costs during the same 
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years (Massachusetts Taxpayers Foundation, June 1996, p. 5). The taxpayers 
association was gratified to find that there was "no evidence to suggest that a 
disproportionate share of the new education money had gone to higher teacher salaries" 
(June 1996, p. 5). 
Commissioner’s Assessment 
Educational Technology. Former Interim Commissioner Frank Haydu reported 
that educational funds were spent appropriately for "hiring classroom teachers and 
purchasing books, equipment and technology" (Antonucci, 1996, p. 8). Access to and 
use of technology as "part of daily instruction" was viewed by the Commissioner as part 
of the future of education already enfolding in the state (Antonucci, 1996, p. 8). 
Educators’ Access to the Internet. The Department of Education made Internet 
access available to all Massachusetts educators at a low service rate for a period of eight 
months that ended in September 1998. Mass Ed. Net had the capability of providing 
each educator in the state with "an E-mail account, unlimited toll-free access to the 
internet, and round-the-clock technical support" through the service provider, JavaNet 
(Massachusetts Department of Education, May 18, 1977). 
Easy and inexpensive availability of information on the Internet and the 
availability for E-mail are tools needed by all educators. The superintendent should 
encourage educators in the school system to use computer resources. Computer use 
courses for educators should be provided in the districts via the superintendent’s 
professional development program for staff. 
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Summary 
Overseeing the financing of education in a district is a critical responsibility of 
the superintendent. It is always in the best interests of the district that the district’s 
educational budget be fully funded. The superintendent, in negotiating for the 
educational budget, represents the interests of the district to the finance committee and 
the local voters. Concerns about meeting its financial commitment to adequately fund 
the district’s educational programs are a constant source of worry for the superintendent. 
Financially, a district would suffer if its education budget were not above the foundation 
formula; such a situation would negatively impact upon the superintendent. 
New Management Skills Necessary for Superintendents 
Gruber, in her 1987 study of bureaucracies, stated that managers need to 
acknowledge constraints that affect the outcomes of their decision-making and problem¬ 
solving within democratic institutions. Two of these constraints that managers need to 
acknowledge and that arise out of circumstances beyond the control of the managers 
themselves, are "constraints arising from inadequacies in the state of knowledge in the 
bureaucrat’s field (inadequacies that extend beyond individual failings) and the 
increasingly common constraint of insufficient resources" (p. 65). 
Politics is seen as another constraint that is little understood by the bureaucrat. 
"As they see it, the world of bureaucrats is filled with administrative matters, technical 
services, substantive programs and job satisfactions or dissatisfactions - not with 
political issues" (Gruber, 1987, p. 102). Gruber reported that bureaucrats are suspicious 
of and often have little use for politicians, national as well as local (1987,115). 
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Understanding the full impact of the environment upon the organization is 
another factor that the bureaucrat should examine. Environment is defined as "those 
forces outside an organization that affect the organization’s activity" (Gruber, 1987, p. 
125) and include .. The degree of public conflict over bureaucratic goals, the 
complexity of the client groups the bureaucrats must deal with, the stability of the needs 
of those clients, and the independence of the work of the agency from that of other 
agencies." 
Part of the core identity of superintendents is their feeling that they are expert 
professionals, Gruber states the "university schools of education certainly contribute to 
administrative positions" (1987, p. 153). In her interview research, Gruber found that 
nearly all superintendents started out as classroom teachers, wanting to continue to work 
with students, although now in the role of superintendent (1987, p. 154). 
Crucial to core identity are "the sources of satisfaction a bureaucrat derives from 
his or her job, and the central contribution the bureaucrat sees him or herself making to 
it." (Gruber, 1987, p. 163). Gruber saw the bureaucrat encountering problems when he 
or she must work with others who are outside the bureaucrat’s area of expertise. 
Effectiveness costs could be high due to the misapplication of information made by 
nonexperts (Gruber, 1987, p. 164). 
Gruber also stated that educators "are generally more reluctant than bureaucrats 
working in less specialized fields to admit the possibility that outsiders might be able to 
understand their work" (1987, p. 166). 
In terms of control over factors such as money, information, and cooperation, 
Gruber found that educators were willing to work with and develop alliances with 
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elected officials to provide monetary support for the schools. Gruber stated that in 
times of fiscal austerity, school bureaucrats "perceive control as useful if it facilitates 
the acquisition of resources" (1987, p. 179). In such a case, the school bureaucrat would 
accept scrutiny from the elected official to promote the acquisition of resources; this is 
considered an acceptable form of constraint by the bureaucrat. 
Other avenues of useful control to bureaucrats are the assistance of parents, the 
presence of school councils, and the cooperation of other local agencies that can provide 
resources needed for the school system (Gruber, 1987, p. 183-184). Public support is 
seen as essential by the bureaucrats, who are willing to provide avenues of expression 
for the concerns of community groups such as "an advisory board, community council, 
or other control mechanism (Gruber, 1987, p. 186). Such groups can "provide order to 
the demands coming from the community" and also be vehicles already in place when a 
problem or issue is examined (Gruber, 1987, p. 187). 
Gruber stated that listening provides the needed vehicle for the superintendent 
trying to understand the concerns of the constituents, "anticipating what citizens will 
accept and trying to stay within those bounds" (Gruber, 1987, p. 208). 
There has been reflected within business and organization management the 
desire to more fully integrate and involve the worker. It is desirable to examine ways in 
which members of the educational organization can become more active, committed, 
and involved. There is a history in our country of encouraging the individual to 
articulate and maintain his/her voice; this can be applied to the importance of each 
individual as an integral factor within the organization. Presaging the concerns of the 
Human Potential Movement of the 1960s and 1970s were the American 
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Transcendentalists of the 1800s. The Transcendentalists championed growth of the 
individual to attain maximum potentials. They felt that individuals needed "...to begin 
to tap their own inherent powers...to discover their uniqueness" (Ferguson, 1980, p. 
122). Revel advocated for ‘the liberation of the creative personality and the awakening 
of personal initiative’ (Ferguson, 1980, p. 125). Such views dovetail nicely with the 
new emphasis on involving the worker intimately and intricately in decision making. 
". . . The system and its renewal, to be effective, must focus on creating the greatest 
compatibility between the organization’s goals and the individual’s need to grow" 
(Kanath, 1985, p. 38). 
Zucker outlined traditional management philosophy and compared this with 
what will be needed as appropriate and effective methods for management in the future. 
Similarly, she cited situations in which traditional management skills need replacement 
by new "influence skills" (1983, p. 7). Some of the behaviors that she stated will be 
needed for new managers are the following: a change in view of workers as 
collaborative members of the organization, viewing conflict as the norm for the 
organization’s growth, balancing of qualitative and quantitative information for 
purposes of decision-making, encouraging risk taking and entrepreneurialship, and 
embracing diversity (1983). Additionally, Zucker listed influence skills that the new 
manager will display in order to better manage people and resources within and outside 
of the organization. The change in philosophy and methods of dealing with 
management would involve a holistic viewing of the organization. 
Proper application of coaching techniques by administrators can enable staff to 
grow and change in the areas of technical and professional expertise, "the managerial 
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field, and the field of total human growth" (Deegan, 1979, p. 49). Deegan encouraged 
managers to actively examine and foster growth of each employee in these areas by 
engaging in consistent, constructive dialogue about goal-setting, goal-reaching, and 
goal-evaluation. Such attention to human resources will in turn augment the material 
resources and other products of the organization. 
DeBono (1971) pointed out the necessity for managers to engage in lateral 
thinking, a practice that enables old ideas to be examined dispassionately and allows for 
the formation of new ideas and subsequent structures. He discusses the appropriateness 
of managers’ utilizing lateral thinking skills along with the more typical vertical 
thinking skills. He said that lateral thinking is practical, functional, creative, and 
utilizes neglected human resources that are inherent in every organization. DeBono 
endorses lateral thinking as an important management tool and skill. 
Baker (1983) identified creativity as an essential component for educational 
management. He spoke of creativity as being first an individual process but also a 
process that can be encouraged throughout the organization. "An internal condition that 
lends primacy to the values of adventure, risk, exploration, commitment with a passion 
is one that generates an encounter of intense engagement" (p. 53). With such a focus 
and involvement of the individual within the organization, it would seem possible to 
break new ground, to reconceptualize where necessary, to change process and 
procedures which would lead to an improved product. 
Areglado discussed the need for the educational manager to examine his/her 
leadership style through inventories designed to measure personality traits and an 
individual’s predisposition to changing of leadership style. Respondents of his study 
113 
were able to examine whether the appropriate correspondences were being made in 
terms of the manager’s will to change, ability to change, and actual changes that the 
administrator was able to make within the organization (1982). 
Drucker said that the organization and the manager needed to foster "the 
innovative spirit" to create a "habit of innovation" (1977, p. 150). He defined success of 
innovation in terms of its impact on the environment. He posited that the need for 
change was often the impetus for creating the new. "...Significant change is often the 
most direct way to define new science, new knowledge, and new technology, and to 
organize purposeful and systematical work on fundamental discovery" (1977, p. 151). 
The necessity of viewing management as requiring a different philosophy for the 
information age than for the industrial age can be argued. "Standardization, 
synchronization, centralization, and maximization" are management principles from the 
old system, and adherence to these can impede our progress into the information age 
(Kanach, 1985, p. 22). Appropriate organization behaviors for the information age are 
for "... individuals to be resourceful, independent, risking and creative" (Kanach, 1985, 
p. 23). 
DeGreene (1982, p. 110) predicted the need for new management skills, styles, 
and models when he spoke of the possibility of our entering a future "stage of 
renaissance." What is necessary for our renewal are the following: 
The philosophy of organization and management. The utilization of all 
types of resources. Technical and technological capabilities supportive 
of management. The practices of corporate, strategic, and long-range 
planning. (1982, p 110) 
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Most critical for our emergence into this stage is the need for the organization to 
examine itself periodically for congruence with these goals, to relate the organization to 
its "environments at critical points in time" (DeGreene, 1982, p. 110). 
In the age of school reform, superintendents, as well as local and state officials, 
are faced with multiple challenges, "to equalize school finance across states and 
districts, establish policies of racial or gender equity," and to "provide added resources 
for children with special needs" (Tyack and Cuban, 1995, p. 136). Johnson stated that 
the relationship between the school districts and forces impacting local education, 
"government, business, community groups, and social agencies," "unprecedented in 
U.S. education" and "demands superintendents’ attention and response" (1996, p. 273- 
274). 
Superintendents must match mandates for change with their own intimate 
knowledge of their local districts. "By defining problems and devising solutions 
adapted to their own varied circumstances and local knowledge," superintendents will 
be able to adapt and accommodate school reform mandates to their district needs (Tyack 
and Cuban, 1995, p. 137). In light of all of the areas that are included under school 
reform. 
There is no shortage of solutions to choose from in the educational 
marketplace - service learning, authentic assessment, school 
restructuring, computerized instruction, incentive-based pay. A 
superintendent has to judge which of the many available reforms are 
right for his or her district and will enable it to progress toward realizing 
its vision. (Johnson, 1996, p. 91-92) 
Johnson included managerial skills in her examination of competencies that the 
modem superintendent must demonstrate. Johnson widened managerial skills beyond 
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"technical expertise in budgets, school law, and personnel management" (1996, p. 287). 
Additionally, superintendents "must come to understand the political dimensions of 
education and develop skills that are often ignored by educators who eschew politics" 
(1996, p. 287). 
Tyack and Cuban stated that the modem superintendent must maintain and 
intensify the discussion with constituents about the purposes and benefits of public 
education. Especially because of intense public scrutiny about education, it is necessary 
for the superintendent to extend the dialogue to "discourse about public education. 
Tyack and Cuban noted that public education "... can be understood as a kind of 
trusteeship, an effort to preserve the best of the past, to make wise choices in the 
present, and to plan for the future" (1995, p. 142). 
Johnson reiterated the need for superintendents to assist their staffs, principals as 
well as teachers, with the examination and implementation of change in the districts. 
"To develop a lasting capacity for innovation and improvement in district staff, 
superintendents must respect local expertise and confront fears of change with support 
and training" (1996, p. 120). In order for superintendents to gain the support of their 
constituents and staffs in reform efforts, it is 
only when superintendents prove themselves to be well-informed 
educators, wise change agents, and deserving of respect and trust (that) 
constituents seriously consider responding to their calls for change. 
(Johnson, 1996, p. 121) 
Johnson posed the requirement for superintendents of "redistributing power and 
influence among constituents" in order to foster change in education (1996, p. 279). 
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Planned Change 
If change is to be made within the organization, it needs to be deliberate, 
planned, and effective change. DeGreene emphasized that the adaptive organization 
will be marked by consideration of different factors that it must be responsive to. The 
external environment is considered dynamic and ever-changing; the internal structure is 
considered multi-faceted with "several subsystems within the organization" (1982, p. 
343). DeGreene stated that the organization must be viewed as a "...continually learning 
system, with a consequent emphasis on dynamic problem solving." He concluded that 
it is necessary to utilize models that will provide for divergent as opposed to convergent 
thinking for solutions (1982, p. 343). 
Baker noted that it is the manager’s primary responsibility to move "toward a 
higher level of organization through perturbation". Conflict management becomes 
energy management. The best leader "is a manager of change and conflict; indeed, both 
are interdependent upon the other" (1983, p. 101). 
Kanach cited the necessity of the manager’s establishing a climate that will be 
adaptive to change, even nurturing of change. She wrote that "change readiness and 
behavior should involve both the establishment of an environment (both physical and 
environmental) conducive to change and the employment of change strategies to 
positively influence strategies toward change" (1985, p. 100). 
Johnson cited the importance of the superintendent "managing to support 
educational change" (1996, p. 266). It is crucial for the superintendent to differentiate 
between reforms in the school district and to choose what "will enable it to progress 
toward realizing its vision" (1996, p. 92). The need for the superintendent to manage 
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change and institute reforms is illustrated by Johnson. "As the school systems become 
more differentiated and diverse, there is a greater need for managerial leadership that 
will insure the district’s structures to promote sustained improvement" (1996, p. 275). 
Current research cites the ability of the superintendent to deal effectively with conflict 
as crucial to education in the 1990s and beyond. 
Fullan warned of the difficulties inherent in applying change leadership models 
to problems in education. The shortcomings of application have been caused by too 
narrow a focus. "Most analyses have focused on specific roles - especially the principal 
and the superintendent - rather than necessary tasks" (1982, 330). Fullan asserted that it 
was necessary to have a fluidity available within the organization of respondents to 
change as well as a vast repertoire of change strategies. 
Conflict and change are seen as integral to organizations. The importance of the 
role of planned change is stressed by numerous authors. Effective change can be 
instituted by a manager who first understands the inevitability, the process, and the 
importance of change. Secondly, the manager must embrace and utilize the skills that 
will move the organization through the change process. 
Analysis of Evolution of Superintendent’s Role 
In examining the evolution of the superintendency and the way in which the 
superintendent’s roles and responsibilities have changed, several comments can be 
made. Throughout its early years, the office was held in no high regard; it seemed to be 
with a grudging sense of submission to a need that could not be filled otherwise that 
cities, towns, and/or counties established the position of the superintendency. 
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Historically, there have been no responsibilities that have been deleted from the role of 
the superintendent. Instead, there are additional roles and expectations from each of the 
developmental periods of the superintendency. As have other executive offices, the 
superintendency has reflected the national tone in terms of responding to emphases on 
business management and human relations. Perhaps more than for comparable 
executive positions in other fields there is the expectation that the school department 
will embrace and easily put into practice all theories of management, when there should 
be the questioning about whether a particular or prevailing theory of management 
indeed is appropriate for an educational setting. Detailed regulations from the federal, 
state, and local government levels have augmented the work of the superintendent. The 
burden of decreasing tax monies to be provided for educational expenses hampers the 
work of the superintendent. Dealing with various constituencies, most of which are at 
odds with the superintendent, has created additional conflicts and stress for the school 
administrator. Vast societal changes and uncertainty about the future direction of 
school reform further complicate the task of the superintendent. All these factors 
culminate in the superintendency being one of the most complicated and difficult of 
modem executive positions. 
Summary 
Important changes have been instituted into the historical roles of the 
superintendent. The role has grown to encompass concerns specific to each of the 
different time periods since the inception of the superintendency. Business and 
management techniques have been incorporated into the superintendency. Federal, 
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state, and local mandates have greatly increased the responsibilities of the 
superintendent. Seeking and receiving the appropriate levels of educational funding in 
the district are major responsibilities of the superintendent. Dealing with constituencies 
is also a role of the superintendent. Vast societal changes and uncertainty about school 
reform all impact the role of the superintendent. 
Women Superintendents 
Modem women superintendents, in terms of their being exposed primarily to 
male leadership styles, seem to be at a disadvantage. These women are expected to fit 
an established image of the superintendent, one that reflects predominantly male 
leadership styles. Female role models are not as available to these superintendents as 
are male role models. Other factors faced by women superintendents such as conflicts 
between the roles of partner, nurturer, and homemaker add to the complex nature of the 
superintendency for women. Grogan called for revitalization of the superintendency in 
terms of providing liberation from established leadership styles associated with a 
particular gender. This seems especially important so that women superintendents can 
be trained and can serve in roles that are not bound by gender expectations and 
implications, as has been the case up to now. 
Ability to Deal With Conflict 
Current research cites the ability of the superintendent to deal effectively with 
conflict as crucial to education in the 1990s and beyond. 
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Role of the Superintendents. 1956 Study 
In his 1956 study of the Massachusetts superintendency, Gross discussed the 
role of the superintendent, particularly as this applied to relations with school board 
members. The fact that the superintendent population was not identified either by 
gender or by minority status reveals important information. The presence or absence of 
women and minority members was not considered in the study. This indicates that as 
recently as forty years ago, these populations were not included and/or identified as part 
of important educational research in Massachusetts. 
Typical Conflicts for the Superintendent 
Typical conflicts for the Massachusetts superintendent in this time period were 
as follows: problems with school financing, problems with hiring and retaining 
teaching staff, conservative attitudes in the community, and public apathy towards 
education. Also identified as causing conflicts for the superintendents were elected and 
appointed officials and members of the business community. 
Superintendents’ Ratings 
Superintendents were cited as performing well to excellently by their school 
boards in terms of financial administration, personnel management, and physical plant 
management. However, the superintendents corroborated the opinions of their school 
boards by a low self-rating in public relations expertise and instructional leadership. 
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Factors Inhibiting Role of Superintendent 
Time and money were seen as factors inhibiting the effectiveness of the 
Massachusetts superintendent. Younger superintendents were perceived by their school 
boards as being more effective in their roles than were their experienced and older 
colleagues. 
Recommendations from 1956 Study 
Gross recommended that superintendents examine the role of superintendent to 
identify factors that they create themselves that inhibit their effectiveness. He called for 
educational institutions to present realistic role expectations to aspiring superintendents. 
Personal Factors Related to Superintendent. 1992 Study 
In the 1992 national study of the superintendency, personal factors related to 
those serving as superintendent emerged. The typical superintendent was a white male, 
with women superintendents serving in small numbers. Minority superintendents were 
likewise underrepresented nationally. Women superintendents tended to be slightly 
younger than their male counterparts, although all superintendents, including women 
and minorities, had an average age of fifty. The traditional career path was followed by 
male superintendents, with male minority superintendents more than twice as likely to 
follow this pattern as nonminority superintendents. There is a trend for women 
superintendents to bypass certain of the traditional career steps in ascending to the role 
of the superintendent. Proportionally more women and minorities hold doctorates than 
do male and nonminority superintendents. 
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Decisions about Leaving and Staving as Superintendent: Mentoring 
In the 1992 national study, superintendents identified the primary reasons for 
leaving their positions as insufficient financial resources and problems with community 
support. The majority of superintendents indicated that they would again make the 
same decision to enter into and serve in the superintendency. Superintendents indicated 
that they served as mentors for aspiring superintendents; women and minorities 
benefited from this mentoring as did male and nonminority aspiring superintendents. 
Superintendent’s Roles 
Glass identified the roles of change agent, change implementor, and one who 
maintains the status quo as the most important roles of the modem superintendent. The 
role of instructional leader was not identified by either the researcher or the 
superintendents as a primary role. 
Problems Faced bv the Superintendents 
The following were viewed by the national superintendents as problematic: 
pressure groups within the community, including teachers’ unions, financial matters, 
testing and assessment, accountability, credibility, time management, and complying 
with state educational reforms. A majority of superintendents reported that the role of 
superintendent was considerably stressful. Younger superintendents experienced a 
higher level of stress than did their older and more experienced colleagues. Glass 
recommended that aspiring superintendents be made aware of the high level of stress 
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inherent in the role of superintendent, particularly through superintendency preparation 
programs. 
Hiring of Women and Minority Superintendents 
The hiring of women and minority superintendents was viewed as a problem by 
these populations, although male and nonminority superintendents did not see this as 
problematic. A significant number of both women and minority superintendents 
indicated that discriminatory hiring practices against women were a minor problem and 
that discriminatory practices against minorities were a major problem. 
Aspiring Women Superintendents 
Aspiring women superintendents, in their training in educational leadership 
programs, need the support, modeling, and expertise of both males and females. A non 
gender-oriented leadership paradigm, if developed, would contribute to a woman 
superintendent’s training and would provide her with non-gender based leadership 
models. Special attention should be placed upon the role conflicts faced by women 
superintendents due to their gender; these involve the roles of partner, nurturer, and 
homemaker. Training in identifying roles, role conflicts, and in conflict management 
and stress reduction would provide assistance to beleaguered women superintendents 
who struggle with maintaining disparate personal and professional roles. 
124 
Conflict and Change 
Conflict has been identified as a constant in the educational environment of the 
1990s. Superintendents should be trained in effectively dealing with conflict. The need 
for and the implementation of change was viewed as primary for the modem 
superintendent. 
Concerns of Massachusetts Superintendents in 1950s 
The Massachusetts superintendency in the 1950s was characterized by a concern 
with superintendents and school board relations. Equity issues involving the hiring of 
women and minority superintendents were not important during this time period. Lack 
of public relations expertise and low ratings for instructional leadership, as well as 
problems with time and money management, were seen as important problems for the 
Massachusetts superintendent of fifty years ago. 
Comparison of Recommendations in 1956 and 1992 Studies 
Gross asked that preparatory programs for the superintendency present realistic 
role expectations for aspiring superintendents. This concern was voiced in the 1992 
national study of the superintendency, pointing to the need for preparatory programs to 
realistically portray the superintendency in all of its aspects. This would include a 
realistic presentation of the current national superintendent’s profile - issues related to 
women and minority superintendents, role conflicts, satisfactions with the 
superintendency, stress management, public relations, time management, and other 
factors which strongly color the superintendency. 
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Women and Minority Superintendents. Nationally 
Nationally, women and minority superintendents are underrepresented. Factors 
which negatively influence the training and hiring of women and minority 
superintendents must be identified. Factors which facilitate the training and hiring of 
women and minority superintendents likewise must be identified. Factors which 
influence the way that male and nonminority superintendents view the hiring of their 
female and minority colleagues should be identified and explored. Aspiring women and 
minority superintendents might be encouraged to seek the superintendency by 
examining career path options. Do women and minorities complete the types of 
doctoral degree studies that would enhance their employment opportunities? 
Problems Faced bv and Job Satisfaction of Superintendents. Nationally 
Further problems faced by superintendents could be addressed, those of dealing 
with insufficient financial resources and problems with community support. The 
superintendents overwhelmingly asserted their satisfaction with their jobs and their 
making again the same decision to serve as superintendent. This attests to the 
satisfaction felt by the superintendents in the performing of their jobs. 
Various Roles of the Superintendent 
Facility in the various roles involving change is of great value to the modem 
superintendent. Being an instmctional leader has been subsumed by other, more 
important roles, such as that of change agent. 
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The superintendency is replete with its inconsistencies, conflicts, and problems. 
However, it is a vital institution, one that deserves appropriate focus and attention. To 
improve and increase the hiring of women and minorities and to understand, institute, 
and manage conflict and change are the challenges faced in the modem school 
superintendency. 
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CHAPTER 4 
RESEARCH DESIGN AND METHODS 
The main purposes of this study were to: 1) identify and examine personal, 
professional, educational, and experiential factors, as well as role expectations and 
current issues of concern of Massachusetts superintendents; 2) identify and examine the 
education of the superintendents, their professional experiences, and role changes; 3) 
examine the impact of the Education Reform Act of 1993 upon the role of the 
superintendent; 4) develop a description of the Massachusetts superintendency; and 5) 
compare and contrast issues affecting Massachusetts superintendents with those of 
superintendents nationally. 
The study addressed the following research questions: 
1) How has the role of the Massachusetts superintendent changed to meet 
current societal impacts on public education? 
2) Is there an identifiable profile of the Massachusetts superintendent 
indicating commonality in personal, professional, educational, and 
experiential factors? 
3) Is there an identifiable profile of the Massachusetts superintendent in 
relation to role expectations and current issues of concern? 
4) Is there an identifiable profile of the Massachusetts superintendent 
concerning superintendents’ perceptions on the impact of education 
reform? 
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5) How do the Massachusetts superintendents compare with 
superintendents nationally on the issues of minorities, women, and 
preparations for the office of the superintendent? 
Design 
A mixed-method approach was used in the design of the research. Rossman and 
Wilson stated that using both descriptive and qualitative methodologies results in "data 
that can be used to corroborate findings from the other" (1985, p. 634). A survey 
questionnaire and an in-depth interview were determined as the appropriate descriptive 
and qualitative instruments for the study. Data collection and interpretation involved 
identification and description of perceptions and concerns of superintendents about their 
roles and responsibilities. Specific questions pertaining to background, experience, 
roles, and responsibilities were solicited in the format of the survey questionnaire. 
Particular information about these areas was further elucidated upon in the format of the 
in-depth interview. 
A survey questionnaire (Appendix B) was designed to be administered to each 
of the superintendents in Massachusetts serving as "full" superintendents. The survey 
instrument was adapted from a questionnaire previously developed and used for the 
American Association of School Superintendents. A pilot study involving three 
superintendents was conducted first in order to establish validity and reliability of the 
instrument. A listing of Massachusetts superintendents was used for purposes of 
soliciting interest and participation in the survey questionnaire. A cover letter was 
designed and mailed along with the instrument. Completed questionnaires were 
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returned by mail. A qualitative instrument reflecting the general categories of questions 
from the survey questionnaire was designed. A representative sampling of eight 
superintendents was contacted and interviewed. During the in-depth interview an 
interview guide was followed (see Appendix C, "Interview Guide, Qualitative Study"). 
Population and Sample 
This study took place within the Commonwealth of Massachusetts. The 
superintendents of each school district - city, town, or regional - were asked to 
participate in the completion of the questionnaire. The listing of Massachusetts 
superintendents was obtained from the Massachusetts Association of School 
Superintendents. A listing of Massachusetts school districts categorized by their 
likenesses and devised by the Department of Education for administration of the 
Massachusetts Assessment of Educational Program (MEAP) was used (refer to 
Appendix D). 
Instrumentation of Descriptive Survey 
The next phase of the study included the administration of a survey 
questionnaire (Appendix B). The instrument was adapted for use in Massachusetts from 
the questionnaire developed by Dr. Thomas Glass and used in his 1992 American 
Association of School Administrators study of the American school superintendency. 
For ease of data analysis and to encourage the superintendents to take the time to 
complete a relatively short questionnaire, survey items were reduced from the 110 of the 
national AASA instrument to 45 items. Permission was obtained from Dr. Glass to 
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amend the original questionnaire, as he felt that a study of the Massachusetts 
superintendency, modeled after his study, would be a worthwhile research project. 
Preliminary to the actual administration of the survey questionnaires to all 
Massachusetts superintendents was the administration of the questionnaire to a pilot 
group of three superintendents. From the feedback obtained from these superintendents, 
refinements on the survey instrument were made. The survey questionnaire was thus 
further streamlined and then prepared for mailing out to the full population of 
superintendents. 
Listings were obtained from the Massachusetts Association of School 
Superintendents of current members serving as full superintendents (Appendix E). In 
the summer of 1996, superintendents on this listing were the subjects used in the 
descriptive survey questionnaire. Letters explaining the nature of the research project 
and soliciting the superintendents’ participation in completing the survey questionnaires 
were mailed out (Appendix F). Superintendents were requested to fill out the survey 
items and then to return the completed questionnaire in a stamped, self-addressed 
envelope. A follow-up postcard was sent to those superintendents who did not respond 
by the requested response date (Appendix H). Survey forms were coded with the year 
of administration, the number assigned to the survey, and the location code. Location 
code meant the city or town in which the school district was located. Names of 
respondents were not used in the data analysis and interpretation. Instead, 
superintendents were referred to by KOC ("Kinds of Communities") membership 
category (Appendix D). 
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Instrumentation of In-Depth Interviews 
A qualitative instrument was designed and administered. Results were analyzed 
and interpreted in order to more closely examine the attitudes and perceptions of 
Massachusetts superintendents about their roles. Eight superintendents were selected on 
the basis of "Kinds of Communities" categories and their ability to be interviewed. The 
participant population for the qualitative in-depth interviews was selected from 
superintendents serving in 1996 as "full" superintendents. One superintendent was 
chosen from each of the eight "Kinds of Communities" categories. Each of the eight 
superintendents was notified by mail of selection for participation in this research 
project (Appendix G). A follow-up telephone call was made in which the 
superintendents’ participation in the study was discussed, and the interviews were 
scheduled. Interviews were conducted in the summer and fall of 1996. 
Superintendents were each assigned a letter code for identification purposes. 
Each of the "Kinds of Communities" was labeled as a KOC with a corresponding KOC 
number. In Table 9, information is given about superintendent code designation, KOC 
code designation, and a short, descriptive identification for each KOC. 
The eight superintendents were contacted by mail regarding the purpose of the 
qualitative study and to solicit their interest and participation in the study. A "consent 
for voluntary participation form" was sent to each of the eight superintendents who 
agreed to be interviewed (see Appendix I). Six of the superintendent interviewees were 
male; two were female. None was of minority racial or ethnic status. 
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Table 9 
Superintendent Code Designations, 1996 MA Study 
Superintendent 
Identification Code KOC Number Community Descriptor 
Superintendent A 1 urbanized center 
Superintendent B 2 economically developed area 
Superintendent C 3 growth communities 
Superintendent D 4 residential suburbs 
Superintendent E 5 rural economic centers 
Superintendent F 6 small rural communities 
Superintendent G 7 resort/retirement/artistic 
Superintendent H 8 vocational/technical 
An interview guide was developed and used during the interviews (Appendix C). 
The guides were mailed to the participants prior to the interview meeting, along with a 
cover letter explaining the purpose of the interview, use of the data etc. (Appendix G). 
Interview questions included major categories of information solicited in the descriptive 
survey questionnaire instrument (Appendix C). These categories included preparations 
for the superintendency, current role, school reform, current issues of concern, role 
changes, and future issues of concern. The questions were open-ended in their format to 
encourage the interviewees to answer particular questions as fully and completely as 
they wished. 
Participants’ permission was received in order to tape record the interviews. The 
eight superintendents were assured that the information on the tapes would be kept 
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confidential and that neither they, their school districts, nor their towns/cities would be 
identified in the study. 
During the interviews, interview guide questions were stated, and the 
superintendent subjects responded to the questions. The interviews were each taped. A 
full transcript was typed from each of the in-depth, recorded interviews. The resultant 
data were then grouped into categories. Further analysis was made to yield specific 
research information about the superintendents that pertained to the research questions. 
Categories of data analysis were constructed to include preparations for the 
superintendency, current role, school reform, current issues of concern, role changes, 
and future issues of concern. 
Subsequent to the interview data analysis, the researcher deemed it important to 
get additional information about hiring and promotional practices as these related to 
women and minorities. Two additional interviews were conducted with Massachusetts 
superintendents. Both were male minority superintendents. Procedures previously 
outlined about use of the interview data obtained from the eight superintendents were 
also used in data analysis from the two minority superintendent interviews. 
Data Collection 
Dr. Thomas Glass, author of the 1992 Study of the American School 
Superintendencv. granted permission to use an amended survey instrument, and 
permission was also requested of and granted by the American Association of School 
Administrators. 
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Through the listing provided by the Massachusetts Association of School 
Superintendents (Appendix E, "MASS Membership Address List") participants in the 
descriptive study were identified and contacted. A cover letter was mailed along with 
the survey questionnaire; completed questionnaires were returned by mail. A follow-up 
was conducted for those superintendents who did not respond by the date requested. 
Postcards were sent out reminding superintendents of completing and mailing the 
questionnaires. 
Through the listing provided by Massachusetts Department of Education 
(Appendix D, "Listing of School Districts Included in Each Kind of Community"), eight 
superintendents were contacted as subjects for the qualitative study and the in-depth 
interviews. Contact was made by telephone to the prospective interviewees and also a 
follow-up letter and interview guide, as requested, were mailed to each interview 
participant. The use of an interview guide helped structure the content and questions 
presented during the in-depth interview. The open-ended format of the questions 
themselves encouraged and initiated discussion with the interviewees. These questions, 
because of their open-ended nature, were interpreted and answered according to the 
priorities and concerns of the respondents (Seidman, 1991, p. 62). 
Data Analysis 
Data from the surveys were analyzed. Using descriptive statistics, the results of 
the survey items were analyzed for comparison with the two previous studies, the Gross 
study of the Massachusetts superintendency in 1956 and the AASA 1992 Study of the 
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American School Superintendency. The results were used in addressing the research 
questions. 
1) How has the role of the Massachusetts superintendent changed to meet 
current societal impacts on public education? 
2) Is there an identifiable profile of the Massachusetts superintendent 
indicating commonality in personal, professional, educational, and 
experiential factors? 
3) Is there an identifiable profile of the Massachusetts superintendent in 
relation to role expectations and current issues of concern? 
4) s there an identifiable profile of the Massachusetts superintendent 
concerning superintendents’ perceptions of the impact of education 
reform? 
5) How do the Massachusetts superintendents compare with 
superintendents nationally on the issues of minorities, women, and 
preparations for the office of the superintendent? 
An interview questionnaire was used to guide the discourse of the interviews. 
Interview data were analyzed upon completion of all the interviews. In this way, 
"imposing meaning from one participant’s interviews on the next" could be avoided 
(Seidman, 1991, p. 86). The data were examined without carrying over information 
from one participant to the next and without interconnecting meanings from one 
participant to the next. 
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CHAPTER 5 
RESULTS 
Introduction 
This chapter presents the results of the qualitative and descriptive research. 
Both bodies of research provided complementary and interrelated data pertaining to the 
Massachusetts superintendency. A comparison of these data was made to data obtained 
from a national study of the superintendency to compare Massachusetts superintendents 
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to their counterparts nationally. 
Analysis of Data 
One hundred sixty survey questionnaires were returned, a return rate of fifty- 
eight percent (58%). The data were analyzed item by item. 
Data categories were identified as the following: personal factors, educational 
factors, experiential factors, role expectations, and current issues of concern to the 
Massachusetts superintendents. For wording of particular survey questionnaire items, 
refer to "A Descriptive Study of the Massachusetts Superintendency" (See Appendix B). 
Unless otherwise indicated, the total response number for a particular questionnaire item 
was 160. 
Following is information about the Massachusetts superintendency gleaned from 
the forty-five item, survey questionnaires. 
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Profile .df the Massachusetts Superintendencv 
Personal Factors 
Survey questionnaire items 1, 2 and 3 provided data about personal information. 
Item 1 indicated respondents’ gender. Eighty-five percent (85%) of the superintendents 
identified themselves as male. 
Item 2 delineated the ages of the superintendents. The largest percentage, 
slightly over thirty-four percent (34.4%), of the superintendents were in the age 
grouping of fifty-one to fifty-five years of age. Slightly over twenty-six percent 
(26.3%) fell in the category of ages forty-six through fifty. The third largest categorical 
response was slightly over slightly over twenty-three percent (23.1%); this population 
was in the bracket of ages fifty-six and sixty. Seven and a half percent (7.5%) were in 
the bracket of ages 41-45. Almost seven percent (6.9%) were in the bracket of ages 61- 
65. A little over one percent (1.3%) was in the age bracket of 66 and over. 
Questionnaire item 3 pertained to racial/ethnic group identification. A little 
under 97 percent (96.9%) of the superintendents identified themselves as being white. 
Three male superintendents identified themselves as minorities, as Black, as Hispanic, 
and Italian. One female superintendent identified herself as Armenian, in the "other" 
category. One superintendent did not respond to this questionnaire item. 
Analysis. Information about the school superintendency was analyzed and 
compared with data from two studies. These studies are the 1956 Gross study of the 
Massachusetts superintendency, this 1996 dissertation study of the Massachusetts 
superintendency, and the 1992 AASA national study of the school superintendency. 
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The gender, age, and minority status of the superintendent were compared. A 
presentation of these personal factors across the three studies is presented in Tables 10, 
11 and 12. 
Table 10 
Gender Distribution of Superintendents Across the Three Studies 
Study % Males % Females 
1956 MA Study Not Given Not Given 
1996 MA Study 85.0% 15.0% 
1992 US Study 93.4% 6.6% 
(Glass, p. 9) 
Table 11 
Age Distribution of Superintendents Across the Three Studies 
Study Ages 51-55 Ages 46-50 
1956 MA Study * * 
1996 MA Study 34.4% 26.3% 
1992 US Study * * 
*Data not reported in this study. 
Analysis. In examining these data, it can be stated that there was not an 
emphasis on reporting by the criteria of age, gender, or minority status of the 
superintendent until after the 1950s. This was reflected in the lack of such data for the 
1956 Gross study of the Massachusetts superintendency. 
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Table 12 
Minority Status of Superintendents Across the Three Studies 
Study % Whites % Minorities 
1956 MA Study * * 
1996 MA Study 96.9% 2.4% 
1992 US Study 96.1% 3.9% 
* Data not reported in this study. 
(Glass, p. 10) 
Glass had reported the median age for the superintendent, nationwide, was just 
under 50. The Massachusetts averages are close to the national average. As reflected in 
Table 10, the 1996 study of the Massachusetts superintendent revealed that the 
distribution of female superintendents in this state was 8.4% higher than the national 
average. Also reflected in Table 10 was an 8.4% lower distribution of male 
superintendents in the state than in the nation. Although the number of women 
superintendents hired in Massachusetts was small, it was 8.4% larger than the national 
average. 
As shown in Table 12, the U.S. average for minority superintendents was almost 
4%. Less than 2.5% of the superintendents in Massachusetts are minorities. 
Overall, Massachusetts rated over twice as high as did the nation in terms of 
numbers of women employed as superintendents. Massachusetts rated one and a half 
percent lower than did the nation in terms of the numbers of minorities hired as 
superintendent. 
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The 1996 study of the Massachusetts superintendent revealed that the gender 
distribution for female superintendents in this state was 8.4% higher than the national 
average and that the gender distribution for male superintendents in this state was 8.4% 
lower than the national average. Since the 1950s, in Massachusetts, there has been a 
shift in the direction of the hiring of women and minority superintendents. Although 
the number of women hired in Massachusetts is small, it is larger than the national 
average. In both the Massachusetts and the national superintendencies there is an 
underrepresentation of women and minorities. 
Educational Factors 
Questionnaire items 6, 7, 8-10, 11, 12, 13, and 14 pertained to educational 
factors involving the superintendents. 
Item 6 identified the highest earned degree or certificate held by the 
superintendent; superintendents were asked to select only one. Slightly over forty-four 
percent (44.4%) of the respondents held the degree of Doctor of Education or 
Philosophy. Fifteen percent (15%) held the CAGS Specialist degree. Almost twelve 
percent (11.9%) of the population held a Master’s degree plus some additional graduate 
work. Slightly over eleven percent (11.3%) held a Master’s degree and completed all 
course work for a doctoral degree. Almost two percent (1.9%) earned a Master’s degree 
in education, and a little over one percent (1.3%) earned a Master’s degree not in 
education. A little over five and a half percent (5.6%) completed additional work 
beyond the doctorate. Slightly under nine percent (8.8%) indicated that they had 
received another degree. 
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In the "other degree" category, there were seven responses. Three 
superintendents responded that they had the J.D. degree, and one the associate’s degree. 
The wording in the remaining two responses was unclear. 
For item 7 participants were asked to identify their major as an undergraduate. 
Twenty-seven and a half percent (27.5%) identified education as their undergraduate 
major. Slightly over twenty-six percent (26.3%) identified the social sciences as their 
undergraduate major. The humanities were identified by a little over eleven percent 
(11.3%), followed by slightly over ten percent (10.6%) having the physical or biological 
sciences as the undergraduate major. A little over six percent (6.3%) identified having 
business as the undergraduate major. Slightly over three percent (3.1%) identified 
mathematics as the undergraduate major. Both the fine arts major and physical 
education major were identified by slightly over one percent (1.3%) for each category. 
Agriculture was identified as the major for less than one percent (.6%). Almost twelve 
percent (11.9%) indicated the "other" category. 
There were two written responses in the "other" category, specifying English 
and Chemistry as the undergraduate major. 
Items 8 through 10 identified the area of specialization/concentration for degrees 
beyond the bachelor’s level. The areas were educational administration and 
supervision, secondary education, physical education, humanities or fine arts, science or 
engineering, business mathematics, elementary education, and other. 
In item 8, participants were asked to identify the area of study for the Master’s 
degree. Almost thirty-nine percent (38.8%) received their Master’s degrees in 
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educational administration. A little over twenty-six percent (26.3%) checked the 
"other" category. One hundred and fifty-five superintendents responded to this item. 
For item 9, participants identified the sixth year or specialist work. Over thirty- 
five percent (35.6%) studied in the area of educational administration. A little over four 
percent (4.4%) responded in the "other" category. Seventy-one superintendents 
responded to this item. Responses were missing for almost fifty-six (55.6%) of the 
population. 
Item 10 stipulated the field of study for the doctorate. Slightly over fifty-four 
percent (54.4%) identified educational administration as their field of study for the 
doctorate. Seven and a half percent (7.5%) indicated "other". Responses were missing 
for almost thirty-seven percent (36.9%) of the population. One hundred and one 
superintendents responded to this item. 
In item 11, respondents were asked to evaluate their program of graduate studies 
as preparation for the superintendency. Almost forty-nine percent (48.8%) of the 
superintendents rated their graduate program of studies as good while slightly over 
twenty-eight percent (28.1%) rated it as excellent. Under sixteen percent (15.6%) rated 
the program of graduate studies as fair. Less than five percent (4.4%) rated the program 
of graduate studies as fair. A little over three percent (3.1%) indicated "no opinion". 
For item 12, superintendents were asked to evaluate, on the whole, the 
credibility of professors of educational administration with whom they have come in 
contact. Fifty-five percent (55%) rated the credibility of professors as good; twenty 
percent (20%) rated credibility as fair, and a little over sixteen percent (16.3%) rated 
credibility as excellent. One hundred fifty-nine superintendents responded to this item. 
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A little more than six percent (6.3%) rated the credibility of professors as poor. Almost 
two percent (1.9%) indicated "no opinion." 
Identifying the major strength of their graduate study program was the task in 
item 13. Superintendent ratings of graduate study program strengths were close. 
Twenty-two and a half percent (22.5%) cited the high quality of professors, and a little 
over twenty-one percent (21.3%) cited the high caliber of fellow students. A little over 
eighteen percent (18.1%) cited the quality of educational administration courses as the 
major strength of their graduate study program. Slightly over nine percent (9.4%) of the 
superintendents indicated field contacts or practical work in districts as the major 
strength of their graduate study program. Slightly more than six percent (6.3%) 
indicated that there were no strengths in their graduate study program. The two 
categories of quality of educational administration courses and availability of 
noneducation or cognate courses both were rated at two and a half percent (2.5%). A 
little over six percent (6.3%) of the superintendents identified the major strength of their 
graduate study program to be independent or individualized study and instruction. 
Almost two percent (1.9%) indicated the internship as the major strength of their 
graduate study program. The category of library and other facilities was not identified 
by any of the superintendents. Almost seven percent (6.9%) indicated "other". Both the 
categories of lack of quality internship and poor quality of specific educational courses 
were identified by more than nine percent (9.4%) each as the major weakness of the 
graduate study program. The response number for this item was one hundred fifty-six. 
There were three written responses in the "other" category related to the major 
strength of the graduate study program. These were: the high quality of professors, the 
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high caliber of fellow students, and the quality of the educational administration 
courses; the number of quality institutes; the high quality of the program. 
Respondents were asked to identify the major weakness of their graduate study 
program in item 14. Over thirty-five percent (35.6%) stated that there was no weakness. 
A little over eleven percent (11.3%) said that there were poor or irrelevant course 
offerings in general, and slightly over ten percent (10.6%) cited shortcomings in, or 
lack, of specific classes. Both the categories of lack of quality internship and poor 
quality of specific educational courses were identified by almost nine and a half percent 
(9.4%) as the major weakness of the graduate study program. A little over six percent 
(6.3%) identified lack of support, not enough support, from other departments as the 
major weakness, and five percent (5%) identified low quality of professors as the major 
weakness of the graduate study program. Seven-and-a-half percent (7.5%) of the 
superintendents indicated "other” for their responses. 
There were eight written responses in the "other category." Two superintendents 
indicated lack of professionalism as a major weakness of their graduate program of 
studies. Each of the following was identified as a major weakness of the graduate 
program of studies. The written responses were: a mixture; too much emphasis on 
policy; course work should be unique to particular needs; not a set program of 
"experiences"; lack of courses in political reality; general disdain for practice and 
practitioners; and experience in educational theory and practice of leadership in 
organizations. One hundred fifty-two superintendents responded to this item. 
Analysis. The educational backgrounds of the superintendents in these studies 
differed. Refer to Table 13 for a presentation of this information. 
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Table 13 
Degree Status of the Superintendent Across the Three Studies 
Study % Earning 
Doctorate Degree 
% Earning 
Specialist Degree 
% Earning 
Master’s Degree 
1956 MA Study * * * 
1996 MA Study 54.5% 35.6% 38.8% 
1992 US Study 36.0% 15.8% 4.7% 
* Data not reported in this study. 
(Glass, p. 72) 
The Massachusetts superintendent earned 34.1% more master’s degrees and 
almost 20% more specialist degrees than the national superintendent. The 
Massachusetts superintendents ranked a little more than eighteen percent (18.4%) above 
the national average for earning the doctorate. 
Fewer Massachusetts superintendents identified their undergraduate major as 
education as did those who majored in non-education areas. The data about the level of 
educational attainments of the Massachusetts superintendents revealed that 
superintendents in Massachusetts are better educated than their colleagues, nationally. 
Experiential Factors 
Items 4, 5,16,17,18, 19, 20, 21, 22, and 34 pertained to the superintendents’ 
experiences in the field of education. 
In item 4, superintendents were asked to identify their districts in terms of the 
numbers of students currently enrolled in their districts. Almost forty-seven percent 
146 
(46.9%) identified their student population as between 1,000 to 2,999. A little over 
twenty-one percent (21.3%) of the districts had a student population of 3,000 to 4,999. 
For item 5, superintendents were asked to identify the number of years they 
served as a classroom teacher. Forty-five percent (45%) served for six to ten years. 
Thirty-five percent (35%) served for zero to five years. A little over nine percent 
(9.4%) served for eleven to fifteen years. One hundred fifty-eight superintendents 
responded to this item. 
When asked in item 16 about how many public superintendencies they held, 
sixty-two and a half percent (62.5%) served in one superintendency. 
A little over ten and a half percent (10.6%) indicated that they had served in 
three superintendencies. Almost two percent (1.9%) indicated they had served in four 
superintendencies, and under one and a half percent (1.3%) had served in five 
superintendencies. Almost twenty-four percent (23.8%) served in two 
superintendencies. 
In item 17, superintendents indicated whether they were appointed from within 
the same district or outside the district. Sixty-five percent (65%) were appointed from 
outside the district, with a little over thirty-four percent (34.4%) appointed from within 
the district. One hundred fifty-nine superintendents responded to this item. 
Item 18 identified the years that a superintendent had served in total, including 
the 1995-96 school year, as a superintendent. Thirty-seven and a half percent (37.5%) 
served one to five years. A little over twenty-nine percent (29.4%) served six to ten 
years. Almost twelve percent (11.9%) had served eleven to fifteen years in a 
superintendency. Ten percent (10%) had served sixteen to twenty years as 
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superintendent. Slightly over eight percent (8.1%) had served from twenty-one to 
twenty-five years, and slightly over three percent (3.1%) had served twenty-six years or 
more in the superintendency. 
Item 19 indicated whether the superintendent had served the entire educational 
career in one school district. A little over eighty-eight percent (88.1%) indicated "no" 
for this item. There was no stipulation given in the wording of the question to indicate 
whether this educational career time was spent in administration, teaching, or a 
combination of the two. 
In item 20, superintendents were asked to identify when they decided to become 
a superintendent. A little over thirty-nine percent (39.4%) stated that this decision was 
made while serving as a central office administrator. Slightly less than thirty-four 
percent (33.8%) made this decision while a building administrator. Slightly under 
seventeen percent (16.9%) made this decision while a teacher, and ten percent (10%) 
responded "other". 
There were nine written responses in the "other" category. Two superintendents 
responded that they never intended to serve as superintendent. Each of the following 
was a response from one superintendent: as a graduate student, was laid off as principal, 
after leaving central office and taking a year at the university level, while a professor, 
when a department head, was guided by the mayor after the superintendent retired, and 
after the appointment. 
In item 21, superintendents were asked to identify in which positions they had 
served one full year or more. Sixty percent (60%) served as assistant/associate 
superintendent. A little over forty-nine percent (49.4%) served as a high school teacher. 
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Thirty-seven and a half percent (37.5%) served as director/coordinator. Almost thirty- 
seven percent (36.9%) served as junior high/middle school teacher. Slightly under 
thirty-five percent (34.4%) served as elementary teacher, and a little over thirty-three 
percent (33.1%) served as elementary principal. Almost twenty-seven percent (26.9%) 
had served as high school principal. Almost twenty-five percent (24.4%0 had served as 
a high school assistant principal. Almost twenty-four percent (23.8%) had served in the 
position of junior high/middle school principal. Over eighteen percent each had made 
the decision while a counselor (18.8%) or a supervisor or consultant (18.1%). Almost 
seventeen percent (16.9%) made the decision while a junior high/middle school 
assistant principal. A little over six percent (6.4%) made the decision while an 
elementary assistant principal. A little over ten and a half percent (10.6%) indicated the 
"other” category. 
There were six written responses in the "other" category. Two superintendents 
had served as college professors. One superintendent had served in each of the 
following positions: business manager, school psychologist, Director/Overseer of the 
American School (K-12), and Director of Special Services. 
In item 22, superintendents were asked their perception of the most important 
reason for their employment by their present board of education. A little over thirty-six 
percent (36.3%) indicated their potential to be a change agent, while slightly under 
twenty-nine percent (28.8%) indicated personal characteristics. Twenty-five percent 
(25%) indicated their ability to be an instructional leader as being their reason for being 
employed by the present board of education. Two and a half percent (2.5%) indicated 
that there was no particular, important reason for their being employed by the present 
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board of education. A little under one and a half percent (1.3%) indicated the category 
of able to maintain the status quo. No superintendent selected the category of "specific 
task, such as desegregation, reduction in force, etc." Almost four and a half percent 
(4.4%) selected the "other" category. 
There were two written responses in the "other" category. These were that the 
superintendent came from a system with an excellent reputation and that the 
superintendent was employed equally as a change agent and as an instructional leader. 
One hundred and fifty-seven superintendents responded to this item. 
When asked to identify the reasons for their appointment as superintendent, 
Massachusetts superintendents responded in different ways. Refer to Table 14 for this 
information. 
Table 14 
Superintendents’ Perception of Reason for Employment by Present 
Board of Education, 1996 MA Study (Item 22) 
Reason Percent 
Potential to be a Change Agent 36.0% 
Personal Characteristics (Honesty, Tact, etc.) 28.8% 
Ability to be an Instructional Leader 25.0% 
According to Table 14, there are three primary reasons for superintendents being 
appointed to their position. The relative importance of each of these roles corresponded 
to the literature. Conflict management and the promotion of change were cited as skills 
necessary for the modem superintendent. Instructional leadership was cited as not being 
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as important for the superintendent of the 1990s as it has been historically up to this 
period. Superintendents who cited this as being the reason for their being hired may 
have operated under role expectations that have proved or will prove to be different 
from the types of roles required of today’s superintendent. 
For item 34, superintendents, if they held more than one superintendency, were 
asked to identify the reason for leaving the last superintendency. A little over thirteen 
percent (13.1%) responded with the "other" category. Seven and a half percent (7.5%) 
identified conflict with board members as their reason, and almost seven percent (6.9%) 
identified that they went to a larger district superintendency. A little over five and a 
half percent (5.6%) indicated leaving the last superintendency for a position in a "better" 
financed district. Two and a half percent (2.5%) indicated they left due to family 
considerations, and under one and a half percent (1.3%) left the superintendency due to 
consolidation with another district. The following categories were not selected by any 
superintendents: retirement, desegregation conflict, reduction in force of district, higher 
education. Fifty-nine superintendents responded to this item. 
Following are the eleven different written responses in the "other" category: 
anticipation of conflict with school committee; interim assignment as resume builder; 
buyout related to special interest group; would not support strategic plan; a change was 
needed due to superintendent’s twenty-five years in previous district; a presidential 
appointment to the U.S. Department of Education; completed work in prior district and 
was time for change; held a single district superintendency; district close to home; lack 
of pension portability across state lines; doctoral studies; and not applicable. 
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Analysis. The size of school districts in Massachusetts ranged from less than 
300 to up to 99,999. The largest percentage of districts ranged from 1,000 to 2,999 
students. The next largest district size ranged from 3,000 to 4,999. School districts 
larger than 5,000 were in the minority, as were school districts with a student population 
of less than 999. There was great variability in the types of school districts in the state 
as identified by student populations. 
Seventy-five percent (75%) of Massachusetts superintendents served up to ten 
years as classroom teachers prior to their appointments as superintendent. 
More than half of superintendents served in one superintendency, while the next 
highest number (23.8%) served in two superintendencies. This indicates that the 
Massachusetts superintendents were not highly mobile at the time of administration of 
this survey and did not change their positions frequently. More than half of the 
superintendents were appointed from outside their school districts, with the next highest 
populations (34.4%) appointed from within the district. This indicated a preference for 
hiring from outside the district followed by a strong consideration for hiring a suitable 
candidate within a district. 
Almost sixty-seven percent (66.9%) of the superintendents served from one to 
ten years in their position. 
Massachusetts superintendents indicated overwhelmingly that they did not serve 
the entire educational career in one school district. 
A little over seventy-three percent (43.2%) of the superintendents made their 
decision to serve as administrator while in an administrative post, either at central office 
or at the building level. 
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Prior to their holding the superintendency, over half (60.0%) of the 
superintendents stated that they had served one year or more as assistant or associate 
superintendent. Slightly less than half of the superintendents (49.4%) indicated that 
they had served as high school teacher. Approximately the same numbers of 
superintendents (range of 37%) had served in the positions of director/coordinator, 
elementary principal, and teacher at the elementary, middle, and j unior high school 
levels. 
A little under forty-four percent (43.7%) of the Massachusetts superintendents 
responded to the question pertaining to their leaving one superintendent position for 
another. Since the majority of superintendents in the state served in only one 
superintendency at the time of the study, this explains the low response to this item at 
the time of the study. 
Role Expectations 
In survey item 15, superintendents were asked to indicate, by writing in up to 
two responses, what new skills or information they felt they needed to maintain their 
effectiveness as school superintendent. Slightly under thirty-seven percent (36.9%) of 
the superintendents indicated that they needed skills or information in the area of 
technology. Slightly under fourteen percent (13.6%) responded that they wanted skills 
and information in the areas of financial management/budget and law. Thirteen percent 
(13%) indicated they felt they needed skills and information in public relations/school 
and community relations. A little under seven percent (6.8%) identified the following 
as skills and information they needed as superintendent: politics/political skills and 
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crisis management/conflict management/mediation, and curriculum planning/curriculum 
evaluation. Almost five and a half percent (5.4%) identified engineering change, 
personnel management and evaluation, education reform, and collective bargaining/ 
negotiations. A little over four and a half percent (4.7%) identified strategic planning. 
Slightly over four percent (4.1%0 identified interpersonal skills and communication. A 
little under three and a half percent (3.4%) identified updating of research, organization 
development, and stress reduction. A little over two and a half percent (2.7%) identified 
assessment as a skill needed. Two percent (2%) identified performance standards, 
student assessment, and high stakes testing; time management; instructional strategies, 
and staff development. Under one and a half percent (1.3%0 of the superintendents 
identified the following as skills or information needed as superintendent: maintaining 
energy/vigor, leadership skills, consensus building, foundation formula funding, 
training in political science, and writing. Each of the following was identified by under 
one percent (.6%) of the superintendents as a skill or information needed for the 
superintendency: assessment outcomes, school culture, educational theory, early 
childhood education, defending public education, being a community liaison, social 
issues, diplomacy, business skills, personnel issues, professional development, school 
board, resource management, management skills, staff evaluation, grouping, whole 
language, authentic assessment, keeping people working together, stretching the 
educational budget, urban issues, municipal government, philosophy, world languages, 
state agencies, where the "Good Society" is headed, support network, supporting and 
evaluating principals, entrepreneurial outreach, collaboration with other 
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superintendents, inclusion, discipline, and "none at this time." One hundred and forty- 
six superintendents responded to this item. 
Superintendents identified their needing new skills and training in the area of 
technology by close to forty percent (36.9%) (see Table 15). 
Table 15 
New Skills/Information Superintendents Stated They Needed 
to Maintain Their Effectiveness as Superintendent, 1996 MA Study (Survey Item 15) 
Skill Percent Response 
Technology 36.9% 
Financial Management and Budget 13.6% 
Law 13.6% 
Public Relations and School/Community Relations 13.0% 
Other* 22.9% 
*In the "Other" category, responses were varied. 
Item 38 identified the degree of self-fulfillment provided in the position as 
superintendent. Slightly over sixty-three percent (63.1%) indicated their self-fulfillment 
as superintendent to be considerable; a little over thirty-three percent (33.1%) indicated 
this to be moderate. Two and a half percent (2.5%) indicated that they get little self- 
fulfillment as superintendent. No superintendent selected the category of none. One 
hundred fifty-seven superintendents responded to this item. 
In Table 16, superintendents indicated the degree of self-fulfillment they felt in 
their positions as superintendents. 
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Table 16 
Degree of Self-Fulfillment Felt by Superintendents in Their Position 
as Superintendent Across the Three Studies (Survey Item 38) 
Study 
Considerable 
Degree 
Moderate 
Degree 
Little 
Degree None 
1956 MA Study * * * * 
1996 MA Study 63.1% 33.1% 2.5% 0.0% 
1992 US Study 62.5% 34.3% 2.9% .4% 
* Data not reported in this study. 
(Glass, p. 50) 
Massachusetts superintendents ranked similarly to national superintendents in 
rating their self-fulfillment as considerable. 
In item 39, superintendents were asked to identify the degree of stress felt in 
performing the role as superintendent. Slightly over fifty-nine percent (59.4%) 
experienced considerable stress. Similar percentages (18.8 and 18.1%) each 
experienced little stress and very great stress. Slightly under two percent (1.9%) felt no 
stress in performing the role as superintendent. One hundred fifty-seven 
superintendents responded to this item. 
In Table 17 are indicated Massachusetts and national superintendents’ responses 
to the degree of stress they felt in their position as superintendent (survey item 39). 
In item 39, superintendents were asked to indicate the level of stress they faced 
in performing the role of superintendent. Almost sixty percent (59.4%0 indicated they 
experienced considerable stress. Table 17 displays data from the 1956 Massachusetts 
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Table 17 
Degree of Stress Superintendents Felt in Performing Their 
Role Across the Three Studies 
Study 
Very Great 
Stress 
Considerable 
Stress 
Little 
Stress 
No 
Stress 
1956 MA Study * * * * 
1996 MA Study 18.1% 59.4% 18.8% 1.9% 
1992 US Study 7.8% 42.3% 7.8% .3% 
* Data not reported in this study. 
(Glass, p. 51) 
study, the 1996 Massachusetts study, and the 1992 national study of the 
superintendency. 
In item 45, the chief negotiator for the district’s contract with teachers was 
identified. Slightly under thirty-seven percent (36.9%) identified the school district 
attorney and twenty-three percent (23%) the superintendent as the chief negotiator. 
Almost nineteen percent (18.8%) identified a professional negotiator from the outside. 
Over fifteen and a half percent (15.6%) identified a school committee member as chief 
negotiator. Under nine and a half percent (9.4%) indicated that it depends on the 
circumstances, and under one percent (.6%) identified a professional negotiator from the 
inside as chief negotiator. One hundred forty-six superintendents responded to this 
item. 
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Analysis. In this section of the study, superintendents were asked to report 
about new skills and information that would positively impact their role, about job 
satisfaction, and about job-related stress. 
The Massachusetts superintendent stressed the importance of technology as 
primary. Technology and the law have not been identified as areas of concern in the 
literature. This difference between the findings and the research can be attributable to 
several factors. High technology is an important industry in Massachusetts. The use of 
technology in education is new and has in the past several years become an emphasis of 
the federal government. Now there is a new area of application, technology, for the 
superintendent to integrate into the district. Massachusetts superintendents indicated 
that they would like more information about both technology and law as these apply to 
education and the superintendency. Due to the increase in overall litigation and 
specifically in special education, dictates of the law must be met, and this is a 
responsibility of the superintendent. 
Massachusetts superintendents experienced more stress that can be rated as very 
great and considerable than did their national counterparts. This leads to the assumption 
that factors that negatively impact the superintendency in terms of the amount of stress 
felt by the superintendent weigh more heavily on the Massachusetts superintendent than 
his/her national counterpart. 
There are many reasons for the high amount of stress experienced by the 
Massachusetts superintendent. The mandates of state educational reform impact heavily 
on the superintendent. The superintendent is responsible for implementing in the 
district all of the components of educational reform. These include implementation of 
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the curriculum frameworks and the MCAS testing program. The superintendent will be 
ultimately accountable for the district results of this high-stakes testing. Changing 
populations within the state in terms of numbers of minorities and immigrants is another 
factor in contributing to the stress experienced by the superintendent. Stipulations of 
the state special education law must be followed in each district. As the chief 
administrator for the district, the superintendent is responsible for the implementation of 
special education. Funding for special education is problematic as districts can be 
burdened by high costs for educating special education students. The superintendent 
and staff must become facile in the use and applications of technology. The 
superintendent is faced with convincing the finance committee and the voters to fund 
education at or above the full foundation formula for the district. These legal and 
financial imperatives impact on the superintendent and can be included as factors which 
cause stress to the superintendent. There is an overlapping for the items pertaining to 
amount of stress experienced by the superintendents and current issues of concern. 
Many of the reasons for the high levels of stress experienced by the Massachusetts 
superintendent were reflected in the superintendents’ responses about their current 
issues of concern. 
Less than half of the school districts indicated that the district’s attorney served 
as chief negotiator with the teacher’s union. Less than twenty-five percent (23.1%) of 
the superintendents themselves served as chief negotiator. This suggests that contract 
negotiations with teachers’ unions are not a major role and responsibility for the 
majority of Massachusetts superintendents. 
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Current Issues of Concern 
Items 32, 36, 37,41, and 44 identified current issues of concern to 
Massachusetts superintendents. 
In item 32, superintendents were asked to identify which factor, from their 
perspective, most inhibited their effectiveness as a superintendent. Sixty-two and a half 
percent (62.5%) stated inadequate financing of schools; almost sixty-one percent 
(60.6%) identified too many insignificant demands, and a little over forty-four percent 
(44.4%) identified collective bargaining agreements. 
Other factors that superintendents indicated most inhibited their effectiveness as 
superintendent were as follows. Almost twenty-one and a half percent (21.3%) 
indicated insufficient administrative staff, and a little over twenty and a half percent 
(20.6%) indicated state reform mandates. Almost seventeen percent (16.9%) indicated 
difficulty in relations with board members. Ten percent (10.0%) indicated lack of 
community support. A little over eight percent (8.1%0 indicated inexperienced, 
unqualified, or ill-prepared staff members. A little over three percent (3.1%) indicat4ed 
that the district was too small, and under one percent (.6%) indicated racial/ethnic 
problems. Almost seven percent (6.9%) of the superintendents responded in the "other" 
category. One hundred fifty-eight superintendents responded to this item. 
Following are written responses in the "other" category. A little over one 
percent (1.2%) responded that the district organizations relative to the school committee 
inhibited their effectiveness. Under one percent (.6%) wrote the following as factors 
which inhibited their effectiveness as superintendent: absence of time and resources for 
professional development, resistance to change, old buildings, too large a school board, 
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insufficient control, office support staff, and veteran staff. One of these responses was 
difficult to read and was not reported in these results. 
Superintendents indicated several factors as impacting negatively on their 
superintendency by inhibiting their effectiveness. See Table 18 for this information. 
Table 18 
Superintendents’ Identification of Factors Most Inhibiting Their 
Effectiveness as Superintendent, 1996 MA Study (Survey Item 32) 
Factor 
Response 
Percent 
Inadequate School Finance 62.5% 
Too Many Insignificant Demands 60.6% 
Collective Bargaining Agreements 44.4% 
Insufficient Administrative Staff 21.3% 
State Reform Mandates 20.6% 
Difficult Relations with School Board 16.9% 
Lack of Community Support 10.0% 
Inexperienced, Unqualified, or Ill-Prepared Staff 8.1% 
District Too Small 3.1% 
Racial/Ethnic Problems .6% 
Drug Problems No Response 
Other* 6.9% 
*In "Other" category, there were a variety of responses. 
Item 36 asked superintendents to indicate on a five point Likert scale the 
significance of issues and challenges facing the superintendency today. Subjects were 
divided in their responses on the significance of the following nine categories. 
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Responding to the inquiry about the significance of changing demographics 
(item 36-1), subjects reported a little over fourteen percent (14.4%) as "greatly 
significant," and almost the same responses of twenty-seven percent for "significant" 
and "limited significance" (26.9% and 26.3%, respectively). A little over thirty-one 
percent (31.6%0 indicated "little or no significance," and none reported "don’t know." 
Responding to the inquiry about the significance of teacher actions 
(negotiations, strikes, sanctions, and/or forms of teacher militancy) in item 36-2, 
subjects reported seventeen and a half percent (17.5%0 as "great significance," and 
twenty-eight percent (28.0%) as "significant." Thirty percent (30.0%) responded as 
"limited significance" and a little over twenty-three percent (23.1%) as "little or no 
significance." There were no responses in the "don’t know" category. 
Responding to the inquiry about site-based management, a component of 
Massachusetts education reform (item 36.3), superintendents reported almost nineteen 
and a half percent (19.4%) as "great significance" and a little over forty and a half 
percent (40.6%) as "significant." Thirty percent (30.0%) reported "limited significance" 
and a little over eight percent (8.1%0 as "little or no significance." There were no 
responses in the "don’t know" category. 
Responding to item 36-4, about the significance of restructuring of districts, 
superintendents reported a little over eighteen percent (18.1%) as "great significance" 
and a little over twenty-six percent (26.3%) as "significant." Twenty-two and a half 
percent (22.5%) reported "limited significance," almost twenty-nine percent (28.8%) as 
"little or no significance," and a little under one and a half percent (1.3%0 as "don’t 
know." 
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Responding to item 36-5 about the significance of consolidation of districts, 
superintendents reported almost four percent (3.8%) as "great significance" and almost 
nine percent (8.8%) as "significant." Almost fourteen and a half percent (14.4%) 
reported "limited significance:" and under sixty-four percent (63.1%) as "little or no 
significance." Five percent (5.0%) reported in the "don’t know" category. 
In item 36-6, subjects responded to the significance of changing priorities in 
curriculum. Slightly over twenty-eight percent (28.1%) indicated "great significance" 
and fifty percent (50.0%) as "significant." Almost nineteen percent (18.8%) indicated 
"limited significance" and almost two percent (1.9%) as "little or no significance." 
There were no responses in the "don’t know" category. 
In item 36-7, subjects responded to the significance of demands for new ways of 
teaching or operating the educational program. Forty-two and a half percent (42.5%) 
reported "great significance," and a little over forty-five and a half percent (45.6%) 
reported "significant." Under nine percent (8.8%) reported "limited significance" and 
under one and a half percent (1.3%) reported "little or no significance." There were no 
responses in the "don’t know" category. 
In item 36-8, superintendents were asked to indicate the significance of 
financing schools to meet increasing current expenditures and capital outlay. Almost 
sixty-one and a half percent (61.3%) indicated "great significance," and almost thirty- 
two percent (31.9%) indicated "significant." Under four and a half percent (4.4%) 
indicated "limited significance," and under one and a half percent (1.3%) indicated 
"little or no significance." There were no responses in the "don’t know" category. 
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In item 36-9, superintendents were asked to indicate the significance of the 
implementation of the Massachusetts Education Reform Act. Slightly over forty and a 
half percent (40.6%) indicated "great significance," and just under forty-seven percent 
(46.9%) indicated "significant." A little over ten and a half percent (10.6%) indicated 
"limited significance," and under one percent (.6%0 indicated "little or no significance." 
There were no responses in the "don’t know" category. 
Respondent totals were 152 for item 36-5, 155 for item 36-4, 157 for items 36-3 
and 36-7, and 158 for items 36-1, 36-2, 36-6, 36-8, and 36-9. 
Item 37 asked the superintendent’s opinion about the usefulness of educational 
research. Almost forty-one percent (40.6%) indicated that it was highly useful, while 
slightly over thirty-three percent (33.1%) indicated it usually was useful. A little over 
twenty-three percent (23.1%) indicated "is occasionally useful," and under one percent 
(.6%) indicated "is not useful." There were no responses in the "no opinion" category. 
One hundred fifty-six superintendents responded to this item. 
In item 41, superintendents were asked to identify on a five point Likert scale 
the extent to which troubling events occurred in their situation. There were ten 
categories of questions. 
In item 41(a), the mean response was "sometimes", relative to the 
superintendent’s being concerned about what an individual or group may do if the 
superintendent made a decision contrary to their wishes. Slightly over three percent 
(3.1%) indicated that they were very frequently troubled, almost fourteen and a half 
percent (14.4%) that they were frequently troubled, and fifty percent (50.0%) that they 
were sometimes troubled about this topic. Under twenty percent (19.4%0 indicated that 
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they were almost never troubled, and a little over six percent (6.3%) indicated that they 
were never troubled by this consideration. 
Item 41(b) reflected the superintendents’ concern with making the right decision 
on a matter with which he/she had just dealt; the mean response was "sometimes." 
Slightly under one and a half percent (1.3%0 indicated that they were very frequently 
troubled, and a little over eleven percent (11.3%) indicated that they were frequently 
troubled by their decision-making. Almost forty-nine and a half percent (49.4%0 
indicated that they were sometimes troubled. A little over twenty-six percent (26.3%) 
indicated they were almost never troubled, and five percent (5.0%) that they were never 
troubled. 
Superintendents indicated a mean response of sometimes being concerned about 
relating to and being supported by the local power structure, item 41(c.) Five percent 
(5.0%) of the superintendents indicated they were very frequently troubled and almost 
twenty-four and a half percent (24.4%) that they were frequently troubled by this topic. 
Forty percent (40.0%) indicated that they were sometimes troubled. A little over 
eighteen percent (18.1%) indicated that they were almost never troubled, and five 
percent (5.0%) indicated that they were never troubled. 
In item 41(d), superintendents were frequently concerned about the school 
committee’s activities/attitudes. Over twenty and a half percent (20.6%) indicated that 
they were very frequently troubled, and forty percent (40.0%) indicated that they were 
frequently troubled by this topic. Slightly under twenty-six and a half percent (26.3%) 
indicated being sometimes troubled, and slightly over five and a half percent (5.6%) 
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indicated that they were almost never troubled. There were no responses in the "never" 
category. 
In item 41(e), superintendents were frequently concerned over how to deal with 
non-productive and/or uncooperative staff, as measured by the mean response. Almost 
twelve percent (11.9%) of the superintendents indicated that they were "very frequently" 
troubled and almost thirty-four percent (33.8%) that they were "frequently" troubled. 
Thirty and a half percent (30.5%) indicated that they were "sometimes" troubled. 
Twelve and a half percent (12.5%) indicated "almost never" and two and a half percent 
(2.5%) that they were "never" troubled in this area. 
In item 41(f), the superintendents’ mean responses indicated their frequent 
concern about gaining community support for school district programs. Thirty percent 
(30.0%) of the superintendents responded that they were very frequently troubled and 
forty percent (40.0%) that they were frequently troubled by this issue. A little over 
eighteen percent (18.1%) indicated that they were sometimes troubled. Under four 
percent (3.8%) indicated that they were almost never troubled and under one and a half 
percent (1.3%) that they were never troubled by this issue. 
In 41(g), superintendents sometimes worried about tasks undone or problems 
unresolved. Fifteen percent (15.0%) of the superintendents indicated that they were 
very frequently troubled by this topic and a little over thirty-one percent (31.3%) that 
they were frequently troubled. A little over thirty-three percent (33.1%) indicated that 
they were sometimes troubled. A little over ten and a half percent (10.6%) indicated 
that they were almost never troubled, and a little over three percent (3.1%) indicated 
that they were never troubled by this topic. 
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Superintendents were sometimes concerned about their relations with the 
teacher’s union/association, as reflected in item 41(h). Five percent (5.0%) of the 
superintendents were very frequently troubled, and almost nineteen percent (18.8%) 
were frequently troubled about this topic. Forty percent (40.0%) indicated that they 
were sometimes troubled. Under twenty-four (23.8%) indicated that they were almost 
never troubled, and a little over five and a half percent (5.6%) indicated that they were 
never troubled about this issue. 
Superintendents were sometimes concerned about the impression made when 
attending meetings of various community groups in the role as superintendent (item 
41i). Almost seven percent (6.9%) of the superintendents were very frequently troubled 
about this item, and almost nineteen percent (18.8%) were frequently troubled. Almost 
forty percent (39.4%) were sometimes troubled. A little over twenty-one percent 
(21.3%0 were almost never troubled, and just under seven percent (6.9%) were never 
troubled about this issue. 
Frequently, superintendents were concerned about financial matters and override 
campaigns, item 41(j). Almost twenty-nine percent (28.8%) of the superintendents were 
very frequently troubled about this issue, with a little over thirty-eight percent (38.1%) 
being frequently troubled. A little over fifteen and a half percent (15.6%) were 
sometimes troubled. A little over ten and a half percent (10.6%0 were almost never 
troubled. There were no responses in the "never troubled" category. 
Superintendents were sometimes anxious when planning or participating in 
school board meetings, item 41(k). In responding to this issue, five percent (5.0%) of 
the superintendents responded that they were very frequently troubled, and ten percent 
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(10.0%) that they were frequently troubled. A little over forty-three percent (43.1%) 
indicated that they were sometimes troubled. A little over twenty-five and a half 
percent (25.6%) indicated that they were almost never troubled and under nine and a 
half percent (9.4%) that they were never troubled by this issue. 
Responses were one hundred forty-eight for items 41(c) and 41(d), and one 
hundred and forty-nine for the other items. 
In item 44, superintendents were asked to project the administrative needs of 
their district by indicating the types of professionals which they did not now have and 
whom the superintendents believed will be needed in the district in order to keep pace 
with educational needs over the next several years. Curriculum and instruction received 
the highest rating at slightly over forty-three percent (43.1%). This was followed by 
public relations/communications and grant writing, each with a little over thirty-one 
percent (31.3%) rating. 
Other responses about projecting their administrative needs were reported by the 
superintendents as follows. A little over twenty-five percent (25.6%) reported that they 
would need staff development personnel. Fifteen percent (15.0%) reported data 
processing personnel and just under fourteen percent (13.8%) reported human relations 
personnel as needed. A little over thirteen percent (13.1%) reported business 
management personnel would be needed and a little under twelve percent (11.9%) that 
more general administrators would be needed. A little over eight percent (8.1%) 
reported pupil personnel; seven and a half percent (7.5%) indicated change specialists, 
and slightly over five and a half percent (5.6%) reported that attorneys would be needed. 
Two and a half percent (2.5%0 reported the same in two categories, that vocational- 
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technical personnel would be needed and that none would be needed. Almost two 
percent (1.9%) indicated that general planners would be needed. Under one percent 
(.6%) reported that classified personnel would be needed. Almost twelve percent 
(11.9%) responded in the "other" category. One hundred forty-three superintendents 
responded to this item. 
Of the written responses in the "other" category, a little over eleven percent 
(11.1%) of the superintendents indicated that they would need a specialist, coordinator, 
director, or support staff in information technology. Two percent (2.0%) wrote in 
"philosophy," and under one and a half percent (1.3%0 wrote that a building and 
grounds supervisor or specialist would be needed. Under one percent indicated each of 
the following categories: entrepreneur (.6%), industrial arts personnel (.6%), and 
biological sciences personnel (.6%). 
Curriculum reform is part of the mandate of state education reform, an issue of 
significant importance to the superintendent. Superintendents indicated the need for 
public relations as important to their districts. This may be due to the fact that the 
superintendent must receive adequate binding to provide for the educational needs of 
the district. Public relations is key to attaining the necessary monies for education in 
the district. Grant writing was specified as an administrative need by the 
superintendents. In order to provide for programs that cannot be paid for in the regular 
district budget, the superintendent must utilize grant writing. Also, local, state, and 
federal grant monies are available for projects that relate to educational programs. It is 
important for the superintendent to take advantage of available monies through grant 
writing. 
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Analysis. In this section of the report, superintendents were asked to indicate 
factors of concern to them which impacted on their position as superintendent. 
Historically, superintendents have been hampered by lack of school finances and 
by needing to gamer support for the school system’s budget. The Massachusetts 
superintendent acknowledged this burden and identified this as the factor most 
inhibiting his/her effectiveness as superintendent. Close behind were the 
superintendents’ responses that insignificant demands negatively impacted the 
effectiveness of the superintendent. According to the literature, as the number and types 
of roles assumed by the superintendent have increased, the assistance that the 
superintendent got in the form of central office personnel did not increase to keep pace. 
The Massachusetts superintendent was keenly aware of the many demands upon his/her 
time and attention and rated this as the second highest factor which inhibited the 
effectiveness of the superintendent. 
Superintendents indicated significant issues and challenges that they faced in 
1996. Refer to Table 19 for this information. 
The following items indicated in Table 19 are components of Massachusetts 
educational reform: curriculum, implementation of the Education Reform Act of 1993, 
new instruction technologies to support curriculum and funding for the educational 
program, site-based management, and school finance. The definition of district 
restructuring was not included in the survey itself. It could include the political 
ramifications of redistricting that affect education and the centralization or 
decentralization of the district. Each of these significant issues and challenges 
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Table 19 
Superintendents’ Indications of Significant Issues and Challenges 
Facing the Superintendency Today, 1996 MA Study (Survey Item 36) 
Great 
Significance 
Significant Limited 
Signif. 
Little or 
no Signif. 
Don’t 
Know 
Changing demographics: 
social-cultural issues such as 
race relations, integration, or 
segregation 14.4% 26.9% 26.3% 31.6% 
Issues such as negotiations, 
strikes, sanctions, and/or 
forms of teacher militancy 17.5% 28.1% 30.0% 8.1% 
Site-based management 19.4% 40.6% 30.0% 23.1% 
Restructuring of districts 18.1% 26.3% 22.5% 28.8% 1.3% 
Consolidation of districts 3.8% 8.8% 14.4% 63.1% 5.0% 
Changing priorities in 
curriculum 28.1% 50.0% 18.8% 1.9% 
Demands for new ways of 
teaching or operating the 
educational program 42.5% 
45.6% 8.8% 1.3% 
Financing schools to meet 
increasing current 
expenditures and capital 
outlay 61.3% 31.9% 4.4% 1.3% 
Implementation of Mass. 
Educational Reform Act 40.6% 46.9% 10.6% .6% 
District Restructuring 
identified by the Massachusetts superintendent was also identified in the literature as a 
factor which influenced the performance of the superintendent’s responsibilities. 
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Table 20 
Superintendents’ Indications of Issues and Challenges Having Great 
Significance to the Superintendency, 1996 MA Study (Survey Item 36) 
Issues of Great Significance % Response Rate 
School Financing 
(Recurrent Expenditures, Capital Outlay) 61.3% 
Demands for New Ways of Teaching or Operating 
Educational Program 42.5% 
Implementing School Reform Act, Education 
Reform Act of 1993 40.6% 
Changing Priorities in Curriculum 28.1% 
Site-based Management 19.4% 
Restructuring of Districts 18.1% 
Negotiations, Strikes, Sanctions, and/or forms of 
Teacher Militancy 17.5% 
Changing Demographics: Social-Cultural Issues 14.4% 
Consolidation of Districts 3.8% 
More than half the superintendents responded that school finance issues were 
problematic and had great significance in terms of issues which faced today’s 
superintendent. Demands for new ways of teaching or operating the educational 
program and the implementation of the state’s Education Reform Act of 1993 were 
rated as greatly significant by more than forty percent (42.5%) of the superintendents. 
These rated as the three issues which most directly and greatly concerned today’s 
superintendent in Massachusetts. 
Superintendents responded to the usefulness of educational research. Their 
responses are illustrated in Table 21. 
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Table 21 
Superintendents’ Opinions About the Usefulness of Educational Research, 
1996 MA Study (Survey Item 37) 
Degree of Usefulness % Response Rate 
Highly Useful 40.6% 
Usually Useful 33.1% 
Occasionally Useful 23.1% 
Is Not Useful .6% 
No Opinion 0% 
Close to seventy-five percent (73.7%) of the superintendents in Massachusetts 
rated educational research as being useful to them. This indicates that the 
superintendents are aware of the educational research available, are familiar with the 
research, and find the research useful and helpful. 
Other factors which frequently concerned and sometimes concerned the 
superintendents are indicated in Table 22. 
For the Massachusetts superintendent, dealing with staff and establishing rapport 
and support within the community for the school district budget rated as issues of 
significant concern to the superintendents. Other issues also rated as important, 
although these concerns are not as compelling to the superintendents as are the former 
issues. 
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Table 22 
Other Issues of Concern to Superintendents, 1996 MA Study (Survey Item 41) 
Issue 
Degree of Concern 
Very 
Frequently 
Concerned 
Frequently 
Concerned 
Sometimes 
Concerned 
Almost 
Never 
Concerned 
Never 
Concerned 
Dealing with Unproductive/ 
Uncooperative Staff 11.9% 33.8% 32.5% 12.5% 2.5% 
Gaining Community Support 
for District Programs 30.0% 40.0% 18.1% 3.8% 1.3% 
Decision Contrary to Wishes of 
Group 3.1% 14.4% 50.0% 19.4% 6.3% 
Making the Right Decision 1.3% 11.3% 49.4% 26.3% 5.0% 
Support by Local Power 
Structure 5.0% 24.4% 40.0% 18.1% 5.0% 
Tasks Undone or Problems 
Unsolved 15.0% 31.3% 33.1% 10.6% 3.1% 
Relations with Teacher Union/ 
Association 5.0% 18.8% 40.0% 23.8% 5.6% 
Planning/Participation in 
School Board Meetings 5.0% 10.0% 43.1% 25.6% 9.4% 
School Committee’s Activities/ 
Attitudes 20.6% 40.0% 26.3% 5.6% 
Impression I make when 
Attending Meetings of 
Community Groups in My Role 
as Superintendent 6.9% 18.8% 39.4% ‘ 21.3% 6.9% 
Financial Matters and Override 
Campaigns 28.8% 38.1% 15.6% 10.6% 
Lastly, superintendents indicated which educational positions they projected to 
be most important in meeting the school system’s needs now and over the next several 
years. Table 23 reflects these administrative needs as projected by the superintendents. 
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Table 23 
Administrative Needs Projected by Superintendents, 
1996 MA Study (Survey Item 44) 
Type of Position % Response Rate 
Curriculum and Instruction 43.1% 
Public Relations/Communications 31.3% 
Grant Writing 31.3% 
Staff Development 25.0% 
Data Processing 15.0% 
Human Relations (Personnel) 13.8% 
Business Management 13.1% 
Other* 11.9% 
Pupil Personnel 8.1% 
Change Specialists 7.5% 
Attorneys 5.6% 
V ocational-technical 2.5% 
None Needed 2.5% 
General Planners 1.9% 
Classified Personnel .6% 
*In "other” category, responses were varied. 
The administrative needs projected by the superintendents were identified 
previously in survey questionnaire items #32, 36, 37,41, and 44. These survey items 
were categorized under current issues of concern. The Massachusetts superintendent 
has indicated common factors as both current issues of concern and projected 
administrative needs. As discussed previously, curriculum and instruction are areas of 
175 
reform under the state educational reform act. Public relations and communication are 
important areas for the superintendent due to the necessity of informing the public about 
the district’s educational programs and getting funded for these programs. Grant 
writing can supply the district with monies not available through the district’s budget 
and/or make available outside funds for educational projects and programs. 
The creation of positions involving curriculum and instruction related in an 
interesting fashion to the literature. The role of the superintendent as 
instructional/curriculum leader is diminishing in favor of other roles. However, the 
needs of the school system must still be met, and Massachusetts superintendents 
indicated that there should be positions in curriculum and instruction created to assist 
the superintendent. 
Other Factors Related to the Superintendent 
Items 30, 31, 33, 35, 39, and 40 reflected general issues that pertained to the 
office of superintendency. Four items are particularly noteworthy - items #30, 31, 39, 
and 40. These items pertain to discriminatory hiring practices of women and minorities, 
the level of stress experienced by the superintendents, and the superintendents’ plans for 
the future. Item 33 involved superintendents identifying whether they would still 
choose a career in educational administration. For item 35, superintendents were asked 
to identify individuals or groups that might be sources of information for 
superintendents. See Appendix J for information about items 33 and 35. 
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Hiring Opportunities for Women and Minorities 
In item 30, superintendents were asked to identify to what extent discriminatory 
hiring and promotional practices were a problem in limiting administrative career 
opportunities for women. Almost fifty-four percent (53.8%) responded that this was not 
a problem; twenty-two and a half percent (2w.5%) responded that this was a minor 
problem. For twelve and a half percent of the superintendents, there was not much of a 
distinction. Under nine percent (8.8%) responded that there was a major problem with 
the extent to which discriminatory hiring and promotional practices limit administrative 
career opportunities for women. Two superintendents (1.2%) added a written response; 
one indicated that this was "becoming less of a problem" but that there was s till "a long 
way to go in many districts." The second superintendent wrote in "no problem." One 
hundred fifty-six superintendents responded to this item. 
Item 31 was similar to item 30, except that the population was identified as 
minorities, instead of women. A little over forty-three percent (43.1%) of the 
superintendents indicated that there was no problem, while almost twenty-two percent 
(21.9%) indicated that there was a minor problem. Almost seventeen percent (16.9%) 
indicated that there was a major problem with the extent to which discriminatory hiring 
and promotional practices limited administrative career opportunities for minorities 
other than women. Fifteen percent (15.0%) of the superintendents indicated that there 
was not much of a distinction. Almost two percent (1.9%) wrote in that there was "no 
basis for opinion," and under one percent (.6%) wrote that there was "no problem." One 
hundred fifty-five subjects responded to this item. 
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Table 24 incorporates data about hiring opportunities for women and minorities. 
Table 24 
Hiring Opportunities for Women and Minorities 
Major 
Problem 
Minor 
Problem 
Not Much of a 
Distinction No Problem 
Hiring Women 8.8% 22.5% 12.5% 53.8% 
Hiring Minorities 16.9% 21.9% 15.0% 43.1% 
As stated previously, superintendents surveyed for the 1956 study of the 
Massachusetts superintendency were not identified as being women or minorities; it 
was concluded that no systematic records were kept of women or minorities serving in 
the superintendency at the time of this 1956 study. 
More than half the superintendents responded in the 1996 Massachusetts survey 
that hiring opportunities for women were not a problem. Less than half responded that 
hiring opportunities for minorities were not a problem. Approximately the same 
percentage of superintendents (22.5% and 21.9% respectively) responded that hiring 
opportunities for women and minorities were a minor problem. These data are not 
consistent with the low rate of women and minorities serving as superintendents in 
Massachusetts. Perhaps the low pool of women and minority superintendents affected 
overall perception about these issues. There remains a problem between 
superintendents’ perceptions of hiring opportunities for both women and minorities and 
the realities of how many women and minorities actually served as superintendents in 
the state. 
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Massachusetts superintendents in this 1996 study stated that there was either not 
a problem or that there was a minor problem involving the hiring of women and 
minorities as superintendents. Massachusetts superintendents were not asked to identify 
themselves as members of either female or minority groups in the questionnaire item. 
There is no evidence to identify whether or not women and minority superintendents in 
Massachusetts perceived that there were discriminatory hiring practices in the state 
against women and minorities seeking the superintendency. 
In the national survey of 1992, superintendents identified hiring opportunities 
for women and minorities in the following ways (Glass, p. 62). Nationally, women 
superintendents thought that there was a major problem with discriminatory hiring 
practices involving women seeking positions in the superintendency. This percent was 
more than triple the percent of male superintendents who thought that there were no 
discriminatory practices that involved the hiring of women superintendents. Nineteen 
and a half percent (19.5%) of male superintendents responded that there were no 
discriminatory hiring practices against women as superintendents. Nationally, both 
women and minority superintendents responded that discriminatory hiring practices 
were a problem for minorities seeking the superintendency. The national data differed 
greatly from the Massachusetts data. 
Nationally, women superintendents responded that there were discriminatory 
hiring and promotional practices against women in the superintendency. The 
perceptions of these women superintendents differ greatly from those of male 
superintendents. Perhaps negative experiences undergone by women superintendents 
relative to hiring and promotion caused them to respond in the way that they did. Male 
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superintendents were divided on their perceptions of discriminatory practices related to 
women superintendents. It appears that a small percentage of the male superintendents 
were more sensitive to and knowledgeable about issues involving discriminatory hiring 
practices for women superintendents than were others of their male counterparts. 
Nationally, both female and minority superintendents agreed that there were 
discriminatory hiring practices against minorities in the superintendency. Perhaps 
through their observations and direct knowledge, these women and minority 
superintendents reflected on the low numbers of minorities they saw or knew to be in 
the superintendency. This may explain the responses of the women and minority 
superintendents about this issue. 
In item 40, superintendents were asked what were their future plans in the 
superintendency. Seventy percent (70%) indicated they intended to continue in a 
superintendency, whether in this district or another, until retirement age. Ten percent 
(10%) indicated they would remain until a position outside the superintendency opened 
that allowed for a greater contribution to education. Almost seven percent (6.9%) 
indicated that they will continue in a superintendency until able to qualify for minimum 
state retirement benefits (early retirement). Under one and a half percent (1.3% each) 
reported in both of the following two categories: that they will leave after finding a 
desirable position in a university and that they expect to leave the superintendency for 
another positional temporarily but will eventually return to a superintendency position. 
Less than one percent (.6% each) reported in both of the following two categories: will 
leave after finding a desirable position in a university and will leave after finding a 
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desirable position outside of education. Almost nine percent (8.8%) responded in the 
"other" category. 
Written responses in the "other" category included the following. Less than one 
and a half percent (1.2% each) responded in the two ways: that they will remain in the 
superintendency until retirement and that they were retiring in June. 
Under one percent (.6%) responded in the following ways: "as long as there is 
the opportunity to make change and had career change option"; "would not take the 
superintendency under any conditions"; "commissioner and professor"; "will leave 
when the job loses its challenge"; "I enjoy each day more than the previous one." The 
responses continued: "will return to teaching when family is grown"; "on to a 
professorship"; and "expect to stay as long as I’m making a difference, remain positive 
and non-cynical, and have energy to work as hard as the job demands." One 
superintendent’s response was "undetermined," and another superintendent’s response 
was "til I feel I’m ready to retire (no age)." One response was not readable. One 
hundred fifty-nine superintendents responded to this item. 
Table 25 presents data about superintendents’ future plans in the 
superintendency from the three studies. 
In the 1956 study, Massachusetts superintendents were not surveyed about their 
plans to remain in or to leave the superintendency. In the national study, 
superintendents were not asked this question per se but were asked related questions. 
One question on the national study that was not reflected on the 1996 Massachusetts 
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Table 25 
Superintendents’ Future Plans in the Superintendency across the Three Studies 
Study Response Rate to Plan 
Remain in 
Superintendency until 
Retirement 
Take Position Allowing 
for Greater Contribution to 
Education 
1956 MA Study * * 
1996 MA Study 70.0% 10.0% 
1992 US Study 67.8% 2.7% 
* Data not provided in this study. 
(Glass, p. 33) 
study was the superintendents identifying issues that would be likely to cause them to 
leave the superintendency, if these issues were not resolved or corrected. Another 
question not used on the 1996 Massachusetts study involved the superintendents 
identifying what career they would choose if they could make their career decision over 
again. As stated in a previous questionnaire item summary, Massachusetts 
superintendents identified themselves as serving usually in one but sometimes in two 
different school districts which supports the data relating to the low rate of mobility 
from one school district to another. 
District Characteristics 
The remaining questionnaire items pertained to information about the school 
districts. Items 23,24,25,26,27,28,29,42 and 43 provided information about general 
characteristics of the districts in Massachusetts. Of these items, items 29 and 42 are 
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particularly noteworthy. Refer to Appendix K for survey data summaries about the 
other questionnaire items in this category. 
In item 29, superintendents were asked how many of their central office 
administrators were female. The average number was 1.17. One hundred fifty-five 
superintendents responded to this item. 
In item 42, superintendents were asked how many of their central office 
administrators belonged to specified ethnic groups. It was neither specified in the 
survey item whether the central office administrators referred to in the question were 
full-time employees of the district nor what were the job titles of those considered to be 
central office administrators. The designations were White, Black, Pacific Islander, 
Hispanic, Native American, Asian, and other. 
The average number of Whites was 4.47. The percentage of Blacks was under 
one percent (.09%). The percentage of Hispanics was under one percent (.02%) There 
were no Native Americans indicated in the responses. Thee was one Pacific Islander, a 
consultant, indicated, under one percent (.6%). There were two Asians reported, a 
percentage of a little over one percent (1.3%); one Iranian, and one Indian. 
In the "other" category, the following were written: "not applicable" at almost 
three and a half percent (3.4%), "none" for almost one and a half percent (1.3%); "all" 
for over two and a half percent (2.7%). No reply was written in for a little over eleven 
percent (11.1%). "White" was written for over seven and a half percent (7.6%). Less 
than one percent (.6%) of the superintendents responded in each of the following three 
ways: "Don’t have a number"; "do not have central office administrators , one 
superintendent questioned the definition of central office administrators. 
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In-Depth Interviews: Background of Participants 
Preparations for the Superintendencv 
For question 1(a), superintendents were asked which aspects of their educational 
background they considered best prepared them for the superintendency. Responses 
varied for each of the superintendents, with there being linkage into question 1(b). 
Question 1(b) asked superintendents which of their professional experiences they 
considered as best preparing them for the superintendency. Some of the 
superintendents merged both questions 1(a) and 1(b), and others considered the two 
questions to be so linked that they combined elements of the two in their responses. 
Superintendent A cited "my formal training in administration" as "aspects that 
still carry over to the superintendency from my college training". 
Actual experiences from teaching were identified by Superintendent B as being 
the most important in the preparation for the superintendency. He stated that his 
"course work was okay" and then responded that "when you are preparing for teaching, 
the best thing that ever happened to teaching was the student teaching...so I would say 
that my science background helped me in my organizational skills and my ability to do 
some critical thinking which helped me in administration." 
Superintendent C said that "what it [course work] failed to do was to teach me 
how to work with people, to teach me to understand that you can have the greatest ideas 
in the world, you can be on top of your field in any curriculum area, but if you don’t 
know how to work with people, how to listen to people, to what they’re saying - what s 
more important sometimes is what they are not saying - you will fall and stumble. 
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Superintendent D thought that her personnel course, taught by a school district 
personnel director, "was the best part of my educational background as far as really 
preparing me." 
Superintendent E responded that the Massachusetts leadership academies were 
significant in his preparation for the superintendency, while Superintendent F responded 
that his most important preparatory work was with his mentor, a school superintendent. 
Superintendent G identified public school experience and camp experiences 
"with all of these people who were aspiring to become principals was the first most 
important experience preparing me." Next, he identified colleges and universities 
attended as providing important preparation. 
Superintendent H commented that "beyond the educational background, the 
family structure that I was brought up in, which was a very large family, forced me to 
take leadership roles in the family", that "that was a personal training for me." 
In interview question 1(b) superintendents were asked which of their 
professional experiences they considered as best preparing them for the 
superintendency. 
Superintendent A stated that he "has always been affiliated with colleges and has 
felt that to be very, very helpful in terms of the resources, the people that I meet...and 
having access to the research." He also felt that it was the combination of experiences 
he had as classroom teacher, principal, and now superintendent that have prepared him 
best for the superintendency. 
Superintendent B concurred with Superintendent A in that previous experience 
as assistant principal and intern helped him prepare for the superintendency. He also 
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stated that contact on the job with others already experienced, especially in finance, was 
important in his preparation for the superintendency. 
Superintendent C also stated that experience on the job as assistant 
superintendent, curriculum director, and evaluator were important preparations for the 
superintendency. 
Superintendent D responded that, while she worked as a director, "the best part 
of it was the fact that I worked for a man who really mentored me, who allowed me 
great flexibility in anything else that I wanted to get involved in." 
Superintendent E said that working with groups has given him the best 
preparation for the superintendency. 
Superintendent F replied that significant professional experiences occurred for 
him in his work "with policy and governance as a school principal and working closely 
with a superintendent for a number of years." 
Superintendent G replied that his experience working as assistant to a 
superintendent "was a great way of thinking about the nature of the job...he helped me 
get a sense I could do this job." 
Superintendent H named the New England Association and other professional 
associations to be important in her preparations for the superintendency; she also stated 
that she keeps abreast of professional publications. 
Analysis. Superintendents overall responded that their coursework assisted them 
in preparing for the superintendency. Superintendents rated their coursework as having 
a positive carryover effect into their current work, and providing information and skills 
that are utilized in their current role as superintendent. Cited in particular were college 
186 
personnel courses and the availability and applicability of resources identified in the 
superintendency preparatory courses. One superintendent stated that course work did 
not provide him with the "people skills" needed for working in the superintendency, but 
rather that these skills were acquired on the job as superintendent. One superintendent 
responded that skills acquired by working with groups were his best preparation for the 
superintendency. 
Superintendents responded that particular individuals assisted them in their 
preparations for the superintendency. Cited were the training provided by a district 
personnel officer and mentoring provided by a district superintendent. Program training 
was determined by the superintendents as being important to their acquiring and 
maintaining skills necessary for the superintendency. These programs included training 
provided by the Massachusetts leadership academies and the New England Association. 
Superintendents indicated that educational experiences were significant in 
preparing them for the superintendency. Included in this category were skills learned as 
student and classroom teacher and skills acquired as building and system administrators. 
Certain of the superintendents’ responses that related to job and professional 
experiences preparing them for the superintendency correlated to the literature. Male 
superintendents tend to take the traditional career path to the superintendency. 
Massachusetts superintendents who were interviewed indicated administrative positions 
as providing them with a good background as a superintendent. 
Superintendent H, a female superintendent, cited her role as a family member as 
being instrumental in preparing her for the superintendency. This was an interesting 
comment due to women superintendents often feeling role conflicts in their multiple 
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roles as partner, nurturer, and homemaker. This superintendent did not feel these roles 
to be a detriment to her background but rather saw them as an asset in preparing her for 
the superintendency. All of the superintendents responded that their previous 
administrative experience was very significant and had a positive impact in preparing 
them for their role as superintendent. 
Current Role 
Superintendents were asked to state if they perceived special issues, concerns, 
and problems for minority and women superintendents. 
Superintendent A responded that there traditionally have been problems in these 
areas, yet he is "very happy to see the trend over the last probably three or four years 
where more and more women have been hired to the inner ranks of the 
superintendency." He has not been exposed to many minority superintendents and feels 
that the problem lies with attracting minorities to an area that does not have many 
minorities. 
Superintendent B perceived there to be no problem in this area. He said that he 
has "been associated with female principals and female superintendents, and they are 
doing a great job, as well as black superintendents." 
Superintendent C replied that there should be more female superintendents, that 
"women superintendents can do the job just as well as male superintendents." Although 
concerned about the problems in this country historically with minorities, 
Superintendent C stated that "I personally can’t talk to that. I ve always worked in 
districts that had minorities of less than ten percent." 
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Superintendent D stated that she "has not had much difficulty being a woman in 
the position." She added "there are still a lot of myths out there about whether or not we 
really know how to handle money...whether we can make the tough decisions." Her 
belonging to a women superintendents’ support group has been helpful in her serving as 
superintendent. 
Superintendent E asserted that there are not problems for women and minority 
superintendents. 
Superintendent F concurred with Superintendent A in that there formerly have 
been problems in this area. His response was that "there are parts of our cultures in the 
school districts that really respect diversity among people in very open and bold ways. 
That causes me to think that a minority applicant or a minority superintendent would 
not have the difficulty, even though it’s not a multi-racial, multi-ethnic population." 
Superintendent G indicated that "we have reached a point in Massachusetts 
where the idea of women superintendents is not unacceptable. In fact, it’s pretty 
common." He conceded that "there may be broad gender differences between men and 
women and how they do the work." He said that there are few minority superintendents 
outside city school districts. Superintendent G postulated that the low rate of minority 
presence in the superintendency was a function of "the extent to which people are hiring 
people who reflect their views, the way they work, who reflect their sense of 
themselves." 
Superintendent H concurred with Superintendent B in stating that there were no 
special issues, concerns, or problems for minority and women superintendents, adding 
that "I’ve never let anything stand in my way, so I’ve never seen it as a problem. 
189 
Analysis. These Massachusetts superintendents concurred with their colleagues 
throughout the state who reported on hiring practices of women and minority 
superintendents. Information gleaned from the interviews does not reflect the reality of 
few women and minorities being hired in Massachusetts as superintendent. 
According to the 1996 Massachusetts study of the superintendency, fifty-four 
percent (54%) of the superintendents responded that they perceived no discriminatory 
hiring and promotional practices for women, while forty-three percent (43%) responded 
that they perceived no discriminatory hiring and promotional practices for minorities. 
Slightly less than twenty-five percent (25%) of the Massachusetts superintendents 
responded that they perceived minor problems with discriminatory hiring and 
promotional practices against both women and minorities. 
The responses among the eight superintendents indicated overall positive 
personal perceptions about women and minorities having access to superintendency 
positions within the state. There were various responses related to actual knowledge of 
women and minorities who held positions as superintendent. Several superintendents 
responded that there was a problem in Massachusetts in the past with regard to the 
hiring and promotion of women and minorities as superintendents. Superintendents 
tended to agree that accessibility and availability of superintendent positions to women 
and minorities were no longer a problem in Massachusetts. 
These perceptions are in contradiction to data obtained from the 1996 
descriptive study of the Massachusetts superintendency. According to these data, 
sixteen percent (16%) of superintendents in Massachusetts are women, and minorities 
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serving as superintendents in Massachusetts comprise slightly more than two percent 
(2%). 
The Massachusetts superintendents, both those interviewed and those who 
completed the 1996 Massachusetts survey, responded to questions based upon their 
individual experience, direct knowledge, observations, and willingness to answer the 
particular questions. The differences in responses of the superintendents who were 
interviewed and those of the larger population surveyed in the 1996 Massachusetts 
survey could be attributable to several factors. The superintendents who were 
interviewed could have different observations, direct experience, and knowledge about 
issues involving women and minority superintendents than did the state superintendents. 
Two of the eight superintendents interviewed were women who reported positively 
about hiring and promotional practices for women superintendents in the state. 
Massachusetts Minority Superintendents 
It was necessary to obtain more information about superintendents’ perceptions 
of discriminatory hiring and promotional practices for women and minority 
superintendents. The following information was gleaned from two interviews 
conducted subsequently to the eight superintendent interviews. 
Two male minority superintendents were asked by the researcher to identify 
factors that affected numbers of women and minorities in the position of full 
superintendent in Massachusetts. These superintendents have served in school systems 
in urbanized centers of the state. Both superintendents offered their perceptions about 
the hiring of female and minority superintendents in Massachusetts. 
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Both superintendents agreed that the demands of the superintendency are great. 
"These top positions - they are not easy. If someone wants to be superintendent, it has 
got to be because they think they can do the job." The first minority superintendent 
explained that at one time superintendents may have been hired on the basis of race or 
sex in order to have more superintendents who were female or of a minority background 
serving in Massachusetts school systems. He reflected that now there is not so much 
attention paid to race or ethnicity when a community is seeking a superintendent. 
It should be noted that one of the minority superintendents stated that "The pool 
for the superintendency is shrinking. It is one of the most difficult public service jobs in 
the country, next to that of police chief." Indeed, "because the superintendency is so 
difficult" a position, the candidate’s credentials and perceived ability to handle the 
issues facing a particular school system are of major importance in the hiring process. 
The community would be "looking not for a particular race or sex to lead them; they 
would be looking for a good candidate to lead them." This superintendent identified 
four urban communities in the state with high percentages of Hispanics, and yet there 
was only one minority, himself, serving as superintendent. He concluded that the low 
numbers of minority superintendents are prevalent in Massachusetts due to the fact that 
"Massachusetts is a more traditional place where people are not willing to take leaders 
who have not normally been in those positions." 
The other minority superintendent stated that "in Massachusetts, the society is 
not reflective like it is in other major cities that have a high number of non-majority 
people.” If a minority is applying for a superintendent’s position in a system of largely 
non-minority members, the candidate’s chances of gaining the position are decreased. 
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"Community leaders seem to prefer to have people very much like themselves, so if you 
are in a community where there is not a large number of minorities and a minority 
applies to that position, even an outstanding minority, the chances of their winning out 
are slim." The superintendent continued that candidates "do not go to a place where the 
chances for a minority are going to be extremely slim." He reasoned that "not a high 
preponderance of people of color are going to bother to apply." In speaking about 
minority constituents in a school system, the superintendent generalized that minority 
parents look for someone reflective of themselves, that "the community likes to see 
someone reflective of themselves" serving as superintendent. 
The two superintendents differed in their views of women being hired to the 
position of Massachusetts superintendent. One superintendent reflected that females 
formed the "largest percentage of those in teaching" while "the largest percentage of 
principals and superintendents are men"; hence, the differential in numbers of females 
to males would favor males serving as superintendents. He stated that because 
"Massachusetts is a more traditional place...for women I think it is particularly difficult, 
very difficult." The superintendent identified a factor that he considered very important 
that helped explain the low numbers of women serving as Massachusetts 
superintendent. This factor related to women’s perceptions of their ability to do the job 
well. "Women don’t always believe that they have the strength or fortitude to do the 
job." 
The second superintendent was unsure about whether women "have an easier 
time.” He advised women to "get those doctorates, to get experience, to get a mentor," 
that it is "very helpful in this business to have a mentor. When comparing the 
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experiences of minorities and of women seeking the superintendency, he commented 
that 
Women do not have to walk the same gauntlet. They do not have the 
same experience. More and more women are applying for 
superintendencies and are succeeding. I think those women that one 
might consider as minority superintendents in terms of the majority 
(males)...are white. When I go to the superintendents’ meetings I was 
the only one of color there as superintendent. I don’t recall ever 
bumping into a woman minority, but certainly there were white female 
superintendents. In the next decade you will see more because they are 
coming out of the ranks now, getting experience, getting exposure; they 
reflect the communities they are in. In the interview process, if there are 
ten candidates, two or three are women, virtually not Hispanic, African 
American, Haitian, Dominican, and all the rest are white males. The 
people who are doing the interviewing - there is that empathy, that innate 
understanding. You will not see many people of color applying, but you 
will see more women. 
Analysis. Following are observations about the minority superintendents’ 
comments relative to their perceptions of discriminatory practices involving women and 
minority superintendents. The two superintendents indicated that the reality of 
minorities being hired as Massachusetts superintendents is based upon several factors. 
The presence in the community of minority members who have a voice in the hiring of 
the superintendent is helpful to a minority seeking a superintendency. There would be a 
supportive structure existing within the community, making it possible for a minority 
candidate to be strongly considered for the superintendent’s position. Both of the 
minority superintendents who were interviewed agreed that the demands placed upon 
the superintendent are great. It is implied in their comments that there could be extra 
pressures and stress placed upon minorities who serve as superintendent by virtue of 
there being so few minorities in the superintendent population. 
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One of the minority superintendents viewed Massachusetts as a conservative 
state, one in which it is difficult for women seeking the position of superintendent to be 
hired. This could explain the low numbers of women superintendents in the state. Both 
superintendents commented that women can be hampered in seeking the 
superintendency by questioning their competency to be effective superintendents. 
Women seeking the superintendency need strong academic credentials, strong support 
systems, and mentoring to enable them to become superintendents. Credentials, 
networking and support systems, and mentoring could make a great difference in 
promoting women as superintendents. Whether or not women seeking the 
superintendency and women serving as superintendents had the credentials, the support 
systems, networking, and mentoring could be directly connected to the numbers of 
women superintendents in Massachusetts. 
Massachusetts Administrative Personnel in Education 
The Massachusetts Department of Education provided information related to 
"official administrative managers" in 1998, 1992, and 1988. The following are data 
reflecting sex, race, and minority status of full, assistant, and associate superintendents. 
These data indicate that for central office administrators in the position of 
superintendent (full, assistant, or associate), there have been trends established in 
Massachusetts over the past ten years. Over half as many men as women have been 
employed as superintendent in Massachusetts. Although the numbers of women serving 
as superintendent are significantly lower than are those of men serving in the same 
position, the number of women being hired as superintendent has been steadily 
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Table 26 
Massachusetts Full, Assistant, Associate Superintendents 
by Sex and Race, 1998 
% Male % Female 
White, Non-Hispanic 58.5% 34.5% 
Black, Non-Hispanic 2.0% 2.5% 
Hispanic .6% 1.1% 
Asian .18% .2% 
American Indian, Alaskan 
Native .06% 0.0% 
Table 27 
Massachusetts Full, Assistant, Associate Superintendents 
by Sex and Race, 1992 
% Male % Female 
White, Non-Hispanic 66.9% 28.5% 
Black, Non-Hispanic 1.5% 1.7% 
Hispanic .28% .5% 
Asian .28% .07% 
American Indian, Alaskan 
Native 0.0% 0.0% 
196 
Table 28 
Massachusetts Full, Assistant, Associate Superintendents 
by Sex and Race, 1988 
% Male % Female 
White, Non-Hispanic 71.7% 25.2% 
Black, Non-Hispanic .88% 1.1% 
Hispanic .44% .26% 
Asian .17% .08% 
American Indian, Alaskan 
Native 0.0% 0.0% 
increasing since 1988. Minority representation for both males and females in these 
positions has been and continues to be very low. The numbers of Black, non-Hispanic 
superintendents, both male and female, have increased since 1988, although remaining 
low compared with the percentage of white non-Hispanic superintendents. 
In the spring of 1998 Peter Finn, the director of the Massachusetts Association 
for School Superintendents (MASS), reported that there was one minority 
superintendent serving in Massachusetts at that time. There were 52 women serving as 
full superintendents out of the 279 superintendents belonging to this superintendents 
association. Finn stated that the percentage of women serving as superintendents in the 
state is growing but that the percentage of minorities serving as superintendents is 
almost nonexistent. There were no older data about superintendents in Massachusetts 
available from MASS. There were no data about central office positions delineated by 
sex and race available from MASS. 
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Analysis. It is interesting that with minorities that were hired as 
superintendents, there were more women hired than men. This might be due to there 
being additional factors that relate to a male minority being hired as a superintendent. 
Male minorities seeking the superintendency may well benefit from the same 
preparations that have been recommended for women seeking the superintendency - 
those of strong academic credentials, strong support systems, networking, and 
mentoring. 
There have been gains women (white) have made compared to other groups 
seeking the superintendency. The gains could be attributable to several factors. There 
may be an increase of awareness in Massachusetts about the issues that women seeking 
the superintendency face. There may be an increased desire for and a sensitivity to 
hiring qualified women candidates. Women seeking the superintendency and serving as 
superintendents may be preparing themselves in particular ways to make themselves 
attractive as superintendent candidates. As discussed previously, the presence of strong 
academic credentials, networking, support systems, and mentoring may be an impetus to 
more women becoming superintendents. Women in the positions of assistant and 
associate superintendents have increased from 1988 to 1992 to 1998. The 
responsibilities faced by assistant and associate superintendents are different from those 
faced by those serving as "full" superintendents. It is possible that women sought the 
positions of assistant and associate superintendent because of the amount of stress, 
responsibility, and demands placed upon a full superintendent. These women may have 
wanted to serve in some of the full superintendent’s capacities but without the total 
responsibilities incurred by and roles inherent to full superintendents. 
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Constituency Groups 
Interview question 2(b) asked superintendents how often they visited a particular 
school in the district and what they did while there. Interview question 2(c) pertained to 
how often the superintendent met with the school staff. 
Superintendent A stated that he tried to visit the schools at least once a week. 
When there, he took advantage of informal opportunities to talk with and meet with the 
principal and faculty. He added that sometimes he couldn’t get to the schools that often, 
due to other issues that arise. 
Superintendent B responded that he visited the schools as frequently as possible, 
with visits to two or three different schools every week. There was also contact made 
on the weekends with school staff, parents, and students. 
Superintendent C stated that it was critical that he visit in a school building 
every day. He, like Superintendent A, took advantage of informal opportunities to 
observe and discuss issues with the building principal. This superintendent enjoyed the 
contact with students, through classroom visits and after-school activities and events. 
He saw the visibility of the superintendent in the schools and the community to be an 
important factor in his role as superintendent. 
Superintendent D responded that she started the school year with a general 
faculty meeting but had wanted to increase the amount of time that she was able to visit 
the schools. 
Superintendent E responded that he did not visit the classrooms often enough, 
perhaps only once a month. He tried to do networking within the schools as much as he 
did networking at the district, county, and state levels. 
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Superintendent F stated that he did not visit the schools enough. When first 
appointed superintendent he had imagined that he would have more time for building 
visits than he actually had. 
Superintendent G stated that "it would be a very unusual week that I wasn’t in at 
least one of them." 
Superintendent H responded that she came in contact with school personnel and 
students on a daily basis. 
Superintendent’s Accessibility 
Interview question 2(c) asked superintendents how often they meet with school 
staff and how this occurs (question 2d). 
Superintendent A replied that he met infrequently with staff members. 
Superintendent B answered that he met with principals every week and attended 
some staff meetings. He added that principals, not superintendents, should be primarily 
the administrators meeting with the school staff. 
Superintendent C replied that he met once a month with elementary and 
secondary level administrators. 
Superintendent D responded that she met informally with school staff and that 
she always met with school staff at the beginning of the year. There were informal 
social events planned for school staff, at which time she came in contact with school 
staff. 
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Superintendent E stated that "school staff is always a problem because of the 
fact that we use that site-based management system of ours. It is hard to get the time on 
the docket for our in-service half days and faculty meetings." 
Superintendent F responded that he typically attended each building faculty’s 
opening meeting in September and remained accessible for meeting with staff. 
Superintendent G responded that he rarely met "with the entire staff of the 
school except when there is a serious problem to be attended to." 
Superintendent H responded that she held "monthly meetings with full staff, but 
if you asked how often do I talk to school staff - it’s daily. There is always something 
coming up where I go from place to place or see them in the cafeteria or through the 
hallways. There’s a lot of interaction with the school staff here." 
Analysis. Following is an analysis of the previous two sections, "Constituency 
Groups" and "Superintendent’s Accessibility." When questioned about their contact 
with constituency groups, superintendents responded that they did meet with these 
school groups. The frequency of these meetings varied for the different 
superintendents. Five superintendents indicated that they visited the schools at least 
once a week. The remaining three superintendents responded that they did not visit the 
schools frequently and that they had expected to be able to visit the schools more 
frequently than they were currently able. These superintendents indicated that time did 
not permit them more frequent school visitations, with one superintendent stating that 
his meeting times were confined to the district, county, and state levels rather than at the 
building level. 
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The superintendents who were interviewed all indicated their contacts at the 
building level to be an important issue to them. Statewide, superintendents indicated in 
the 1996 Massachusetts study that they were concerned with issues that were broadly 
related to contact between the superintendent and those at the building level. Over 
thirty percent (30%) of the superintendents indicated their concern - that they were 
frequently and sometimes concerned - with dealing with staff who were non-productive 
and/or uncooperative. Also, the Massachusetts superintendents gave considerable 
weight to teachers as providing information that would impact the decisions of the 
superintendent. Without frequent contact at the building level between the 
superintendent and the teachers, it would be difficult for the superintendents to get the 
information and feedback they indicate they need from teachers in order to make 
informed decisions. 
Only two superintendents indicated that they met uniformly with school 
administrative staff. Yet forty percent (40%) of the Massachusetts superintendents 
indicated that site-based management was a matter of significant importance to them. 
The relationship between building visitations and meetings by the superintendent and 
improving and maintaining cooperation and productivity among staff would seem to be 
interrelated factors. Regular and frequent administrative staff meetings with the 
superintendent would provide the vehicle for implementing and/or monitoring of site- 
based management. 
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Central Office Staff Meetings 
-In interview question 2(d) superintendents were asked how often they met with 
central office staff and how this occurred. 
Superintendent A replied that he met informally with central office when the 
need arose, as did Superintendents B and H. 
Superintendent C said that he met with central office staff on a daily basis and 
also once a month. 
Neither Superintendent D nor Superintendent E discussed meeting with central 
office staff. 
Superintendent F responded that he negotiated with central staff. At times it was 
necessary to schedule working lunch meetings, which he found to be very productive. 
Superintendent G reported that he talked to central office staff informally and to 
the assistant superintendent several times a day. 
Superintendent H replied that she held monthly formal meetings with central 
office staff, "and then informal meetings when I will drop in to someone else’s office. 
A lot of informal meetings." 
Analysis. There was no commonality between superintendents in terms of their 
meeting regularly with their central office staff. Meetings did occur, although these 
were not consistent in terms of regularity. Several superintendents described their 
central office staff meetings as informal in nature, bringing up the question of why 
formal meetings were not scheduled on a regular basis with central office staff. Two 
superintendents met formally, once a month, with the central office staff. This would 
indicate that the superintendents are not that accessible to their central office staff 
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members. The superintendents did not indicate the relative importance of meeting with 
their central office staff. There were not consistent provisions made by the 
superintendents for their maintaining accessibility to their central office staff. 
Consistent and regularly-scheduled meeting times were not provided by the 
superintendents for their central office staff. 
In the 1996 Massachusetts study of the superintendency, over thirty percent 
(30%) of the superintendents indicated that they were both frequently and sometimes 
concerned about tasks undone or problems unresolved. There would seem to be a 
relationship between the superintendents’ concerns about tasks and problems that they 
face and the degree to which there is not the opportunity provided, through central 
office meetings, for possible discussion and delegation of such tasks to central office 
staff members. 
Sixty percent (60%) of superintendents in the 1996 Massachusetts descriptive 
study also indicated that too many insignificant demands inhibited their effectiveness as 
superintendent. Examination of demands placed upon the superintendent and 
delegation of tasks to central office staff via staff meetings could help to alleviate this 
concern of the superintendents. 
Additionally, over forty percent (40%) of the Massachusetts superintendents 
indicated that they placed very great weight and considerable weight on central office 
staff as being sources of information for the superintendent’s decision-making. 
Providing a regularly scheduled and consistent forum of central office meetings would 
be a way for the superintendents to get the information that they need from their central 
office staff. 
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According to the literature, the superintendent is to be a visionary leader as well 
as one providing the traditional role of supervisor and instructional leader. Staff 
members - teachers, building administrators, and central office administrators - need to 
be trained and supervised so that they can assume the role of instructional leaders 
themselves. The importance of regular and frequent meetings with teaching staff, 
building administrators, and central office administrators and staff is apparent. 
Parent Group Meetings 
In interview question 2(f), superintendents were asked how often they met with 
parents from different schools in the district. 
Superintendent A projected that he had perhaps fifty meetings per year with 
parents, individuals, or groups. 
Superintendent B stated that he met with parents frequently, providing the 
parents have observed the chain of command by addressing a particular concern first 
with the principal. He spoke to school councils and PTOs when invited. 
Superintendent C reported that he encouraged parents to follow the chain of 
command in communicating their concerns, as did Superintendent B. 
Superintendent D also attended PTA and PTO meetings. She preferred that 
another administrator chair the meeting so that she could observe and participate. 
Superintendent E remarked that he had not yet visited with parents from 
different schools, although he thought about visiting school councils and attending PTO 
meetings. There were special meetings held at the superintendent’s office, at the request 
of parents, as well as a parent appreciation day sponsored by the school district. 
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Superintendent F did not discuss meeting with parents or parent groups. 
Superintendent G replied that he did not meet often with parents, that "I don’t 
think I have a half dozen meetings with parents per year." 
Superintendent H stated that she met frequently with parents, either on a drop-in 
basis or for scheduled presentations. 
Analysis. Five of the superintendents reported that they met with parents in 
their school system: these ranged from meeting and talking individually with parents to 
meeting with parent groups. Yet the eight superintendents, as a whole, did not 
frequently meet with parents. Two of the superintendents did not regularly meet with 
parents, and one did not include information about parent meetings in the interview. In 
the 1996 Massachusetts study, superintendents identified parents as being important 
sources of information, as providing information to the superintendent for decision¬ 
making purposes. The weight given in this study to parents as sources of information 
for the superintendent was eighty-eight percent (88%); superintendents placed a 
combination of considerable weight and some weight on parents as sources of 
information to the superintendent. Yet, these superintendents didn’t seem to have a lot 
of contact with parents. 
Accessibility to Different Groups within the School District 
In interview question 2(g) superintendents were asked how accessible they 
believed they were to the different groups within the school district. 
All superintendents stated that they were accessible to the different groups 
within their school system. 
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Superintendent A said that he "always responds positively to invitations 
whenever possible - to attend PTO meetings, special education parent groups, school 
councils. You try to go as much as your schedule will allow. At least you try to spend 
a few minutes with the group." 
Superintendent B responded that he followed through on a parent concern 
personally. 
Superintendent C commented that "it’s a given to any superintendent with even 
half a watt of brain power that he has to be accessible to the community and to the staff, 
and they are all saying they are fairly accessible." 
Superintendent D responded that she met regularly with groups within the 
school system and within the town, that "I not only don’t refuse (speaking 
engagements), but I actually solicit those kinds of invitations so that I can be out with 
the broader community." 
Superintendent E responded that "to my own groups, I am really accessible. As 
far as other people’s groups, I am not so accessible because I haven’t been invited." He 
stated that due to site-based management, "central office does get the unfortunate role of 
being at times isolated." 
Superintendent F replied that "I don’t do too many ceremonial things. I do go to 
graduations. I go to a few things where I see parents, but we are so small and so 
informal in the way we approach things, I would be surprised if people saw me as 
inaccessible." 
Superintendent G considered himself to be accessible, that I meet with anybody 
who wants to meet with me." He continued, "I feel accessible in the sense that anyone 
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can call me. We don’t have a gatekeeper system here other than when I need to get 
work done, but it’s not because of protecting me from cranks or anything like that. It’s 
not that big a district. There’s no excuse for that sort of thing." 
Superintendent H stated, "I’m very accessible with students, custodians, 
cafeteria workers, aides, teachers. They may say, ‘Gee, she spends too much time out 
of the building, you know, at other meetings’ because I think I’ve spoiled them a little 
bit by being a little too accessible my first few years here, and then when I found I really 
needed to address some other things, I wasn’t quite as accessible to them. I think that 
they have felt badly about that. I feel badly about it too, but I’m just not able to answer 
everybody’s concerns, and I can’t be the person that they run to with every problem." 
This superintendent continued with citing how she wanted her staff to follow the chain 
of command, "but if anybody did have a serious problem, I hope that they know I’m 
here for them. I think they do." 
Analysis. In the 1996 descriptive study of the Massachusetts superintendency, 
superintendents responded that they were concerned about the thinking of the different 
groups with which they came into contact. The following is information related to the 
importance that superintendents placed upon constituency groups in terms of their 
providing superintendents with information for decision-making purposes. Central 
office staff and parents were each identified by eighty-seven percent (87%) of the 
superintendents as being important sources of information for decision-making 
processes. Community groups (at 81%) and then teachers (at 79%) were next identified 
as being important sources of information for the superintendents. There was no 
reporting in the large study of how superintendents conducted their dealings with these 
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groups and with how accessible the superintendents felt they needed to be to these 
different groups. v 
In the interviews it was revealed that superintendents identified themselves as 
accessible to their constituency groups. They were actually more accessible to 
community groups than they were to teachers, central office staff, and parents. Meeting 
with community groups was mentioned the most frequently by the superintendents. It 
seems that the superintendents were more outer-focused, on the community, than they 
were inner focused on their own constituency groups and members. Upon reflecting 
about the different groups that superintendents meet with and are accessible to, 
community groups are the most attended to by the superintendents. 
New Skills or Information Important to the Superintendent 
In interview question 2(h) superintendents were asked what new skills or 
information they felt they needed in order to maintain their effectiveness as 
superintendent. 
Superintendent A responded that he needed to upgrade his skills in technology, 
to examine the curriculum frameworks and the core curriculum, to keep updated and 
informed about events locally, statewide, nationally, and internationally, and to keep up 
with research. He replied that the last need was difficult because there were no funds 
available for internet access for the central office staff. 
Superintendent B replied that he needed to keep updated about educational 
reform and working with the budget. 
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Superintendent C asserted that it was important for each school and school 
district to develop a strong culture, to have high expectations for all students, "to set 
high expectations for staff and support the staff." He stated that it was important for 
there to be strong, instructional leadership at the building and central office levels and 
that "also you have to involve the parents in the learning process." 
Superintendent D stated that keeping current with "what’s the latest and most 
effective skills" and marketing the schools were important to her. She stated the need to 
keep up-to-date with educational research. 
Superintendent E explained that keeping updated about the law and amendments 
that are being passed was important to him. Another important skill to Superintendent 
E was the facilitation of group interaction and marketing. 
Superintendent F cited keeping updated on instructional techniques, 
"maintaining good relations with the community," and learning more about the budget 
as important skills to him. 
Superintendent G reported that a skill that he considered important was to "learn 
how to use people to do it, to use others...institutionally to find people who can do it." 
Superintendent H replied that she needed to learn more about technology and its 
applications and to become more efficient in terms of time management. 
Analysis. Massachusetts superintendents who were interviewed gave 
information that approximated data contained in Tables 6 and 13 from the 1996 report. 
Forty percent (40%) of the superintendents said that they needed skills and information 
about technology in order to maintain their effectiveness as superintendent. School 
finance was of great significance to sixty-one percent (61%) of the superintendents. 
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Demands for new ways of teaching or operating the educational program and 
implementing the Education Reform Act of 1993 were considered as issues of great 
significance to the superintendents (rated as 43% and 41% respectively). 
The eight superintendents who were interviewed identified curriculum, 
educational reform, budget matters, and instructional techniques as skills and 
information they needed to remain effective as superintendents. These areas tended to 
intermix with data obtained from the 1996 state study. 
Management Style 
Superintendents were asked in interview question 2(i) to describe their 
management style. 
Superintendent A said that his "management style is very inclusive...I try to be 
very open, to make people feel at ease." 
Superintendent B responded that he incorporated site-based management into his 
management style. 
Superintendent C stated that it was vital for the superintendent to understand 
when and how to change management styles. He ranged from "being directive, top- 
down, to very participatory." He added that the final responsibility for decision-making 
lay with the superintendent, whatever his management style might be, and that it was 
important for staff to be aware of this. 
Superintendent D described herself as a participatory manager. She explained 
that "it’s participatory, but I always try to make it clear when it s something that is their 
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decision to make, if it’s our decision to make, or if it’s my decision to make - so that 
people don’t feel cheated somewhere along the line." 
Superintendent E responded that his management style was collaborative, 
aiming to "get a lot of people involved in the process." 
Superintendent F replied that his management style was collegial, "open, as 
clearly communicative as possible, as receptive in a sense of listening." He continued 
with "I think a manager needs to transmit to employees that it’s entirely possible that 
the things we do are unprecedented and there won’t be a stock way to perform a task or 
to accomplish a particular set of responsibilities." 
Superintendent G responded by differentiating between management and style, 
the latter which "is probably something to do with personality." There was school- 
based management in his district. He stated that he had "to find a way to both give them 
power and authority, to accept the fact that they won’t use it exactly the way I want 
them to and at the same time to exercise genuine supervision of what they do and get 
them so that they talk to me about problems and issues and involve me in the 
decisions." 
Superintendent H, like Superintendent C, stated that her management style 
"depends on the situation." She could be participatory, autocratic, "a tyrant when I need 
to be, and I can be a very gentle and patient listener." 
Superintendent H cited flexibility as an important component of her 
management style. 
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Analysis. Superintendents identified themselves as exhibiting open management 
styles. Descriptives used by the superintendents to describe their management styles 
were inclusive, incorporative, participatory, collaborative, collegial, and variable. Only 
two of the superintendents included site-based management and speculated on how this 
affected their management style. In previous sections of the interviews, superintendents 
had identified groups with which they had contact, the frequency of this contact, and 
accessibility they believed they showed to these different groups. As has been 
previously stated, there were not regular and frequent meetings of the superintendent 
with central office, teachers, and parents. If held, regular and frequent meetings of the 
superintendents with central office, teachers, and parents would provide superintendents 
with important information they needed for decision-making. Being in regular and 
frequent contact with these constituency groups would help make the management 
styles of the superintendents truly examples of open, full management. 
What Superintendents Viewed as Primary to the Role of Superintendent 
For interview question 2(j), superintendents were asked what they viewed as 
primary in the role as superintendent. 
Superintendent A responded that "working with the school committee and 
working with principals" were "key responsibilities." 
Superintendent B responded that being a facilitator was primary in his role. 
Superintendent C cited the need to monitor learning time on task as important to 
his role. Working with staff members so they "freely give their time and energy to turn 
the vision into reality" was another important role for him. Also cited as important were 
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providing "a vision, providing instructional direction and school cultures that support 
the vision and instructional direction." 
Superintendent D also cited having vision to direct the school system as being 
primary in her role, along with providing professional development opportunities for her 
staff. 
Superintendent E stated that being an educational leader was foremost in his role 
and that being entrepreneurial was additional to his role. 
Superintendent F stated that "sorting, prioritizing, championing what we have 
said we want to accomplish and sticking to it" were essential to his role as 
superintendent. 
Superintendent G joined Superintendents C, D, E, and F in identifying creating a 
vision "and doing it in a way where you are actually living by it so that people live it 
too, creating a commitment to schools that are both supportive of children and 
demanding of them academically and behaviorally." 
Superintendent H identified making sure "that children are getting the very best 
that they can get from all staff, no matter who they are" as primary. Second, she stated 
that her ability to secure funding was important. Third, she wanted to uphold her 
"responsibility to the school board, to follow their priorities." 
Analysis. There was no single factor which emerged in either the interviews or 
the 1996 Massachusetts study about what superintendents viewed as primary to their 
role. Instead, a multiplicity of factors were identified which impact the 
superintendency. Superintendents responded that the following were primary in their 
role as superintendents: working with the school board, with principals, and staff, being 
214 
a visionary leader, and being the educational leader. These roles involve leadership in 
curriculum, instruction, and staff management. According to the interviews, 
superintendents did not consistently provide the means for curricular, instructional, and 
management and leadership training and supervision to their staffs. The superintendents 
were not visiting the schools regularly. With one exception, the superintendents were 
not meeting frequently with their principals. 
The superintendent has a multiplicity of responsibilities to fill and roles to 
perform. It was difficult for the superintendents to specify what was central to their role 
as superintendent. Attending to each of the issues outlined by the eight superintendents 
as being primary is important. There may not be a single and primary factor that 
superintendents view as most important in their jobs, but, instead, multiple factors that 
are important in their jobs. 
Role Conflicts 
In interview question 2(k) superintendents were asked whether there are 
conflicts in the roles they must assume as superintendent. 
This question was not addressed in the interview with Superintendent A. 
Superintendents B, C, D, E, F, and G agreed that there was conflict inherent in 
the role of superintendent. 
Superintendent H did not view her roles as creating conflicts. She interpreted 
conflict as occurring when "individuals see their role in a different sort of way than 
what I see their role." She said that there are conflicts, but "not in the roles that I 
assume as the superintendent." 
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Analysis. Seven of the eight superintendents who were interviewed agreed that 
there was conflict inherent in the role of superintendent. They varied in terms of their 
definition of conflict and their relating how they responded to situations involving 
conflict. Information from the 1996 Massachusetts study identified the following as 
issues that sometimes trouble superintendents: decision-making, the local power 
structure, unproductive/uncooperative staff, community support, tasks undone/problems 
unresolved, relations with teacher’s union, community groups, financial matters, school 
board meetings. Each of these issues was rated as troubling by a range of thirty-three 
(33%) to fifty percent (50%) of the Massachusetts superintendents. There would seem 
to be a relationship between conflict inherent in the role of superintendent and issues 
that trouble the superintendent. 
Superintendent as Change Agent 
In interview question 2(1) superintendents were asked if they considered the 
superintendent to act primarily as a change agent. 
Superintendent A responded that being a change agent was one of the roles of 
the superintendent. 
Superintendent B responded that he considered himself to be a change agent. 
Superintendent C did not think that the superintendent acted primarily as a 
change agent but rather that, depending upon circumstances within the district, 
sometimes this role was assumed. He cited the importance of change but warned that 
"you have to be careful. A district cannot be kept in turmoil constantly. 
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Superintendent D responded that the role of change agent was important to a 
superintendent, but that the word "primarily" affected her response to the question. She 
thought that "a superintendent is a change agent, has to be." 
Superintendent E said that "absolutely" the superintendent acts primarily as a 
change agent. 
Superintendent F agreed that the superintendent acts primarily as a change agent, 
not instituting "change for the sake of change but change for the sake of improvement." 
Superintendent G did not consider the superintendent to act primarily as a 
change agent. He stated that "if you create that orderly, stable environment and you 
have people who are working towards the goals that you share, if you create a vision, 
then the change occurs in a more organic, more natural, more appropriate way." 
Superintendent H defined the superintendent’s acting as a change agent as being 
situational. She stated, "there are certain systems that can be just maintained, well 
maintained, and some systems need to be changed dramatically." 
Analysis. Seven of the eight superintendents responded that the superintendent 
does act as a change agent, although two superintendents stated that this role would be 
situational in nature. One superintendent responded that the best change occurs 
organically, encouraged by the vision and leadership of the superintendent. In the 1996 
study, thirty-six percent (36%) of the Massachusetts superintendents gave their ability to 
act as a change agent as the reason for their being hired. 
Superintendents need to truly become change agents in their school systems. 
There needs to be an interfacing of the superintendent’s ability to institute change with 
those constituencies most important to the superintendent. Instituting change in the 
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communication, interactions, and information exchanged in the context of meetings 
with constituency groups is an appropriate role of the superintendent. Within the school 
system itself, within the school-based constituencies, change can be instituted by the 
superintendent. Then this change can expand to constituencies outside of the schools. 
School Reform 
In interview question 3(a), superintendents were questioned about how they 
think the Education Reform Act of 1993 impacted their superintendency. 
Superintendent A stated that the impact lay most heavily in terms of the "school 
committee’s responsibilities, in terms of hiring." He added that the financial aspects of 
educational reform are problematic. 
Superintendent B stated that his system received more money from the state 
under education reform than it did formerly. He stated that providing and paying for 
teacher recertification opportunities was costly to his system. 
Superintendent C concurred with Superintendent B in that his community 
received more monies after educational reform. He rated the Education Reform Act of 
1993 as positive, particularly as it defined the role of the school committee as "setting 
policy." 
Superintendent D stated that educational reform "has positively impacted my 
superintendency in a number of ways," agreeing with Superintendent C. 
Superintendent E commented that "the reform and I fit together well. Some of it 
might have been the fact that I was just staying very current in what were going to be 
the suggested practices for the new superintendent." 
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Superintendent F agreed with Superintendents C, D, and E in that the reform 
impacted his superintendency in a number of ways and ’’because I imagine my 
leadership style is compatible with this." 
Superintendent F concurred with Superintendents B and C in that educational 
reform provided more resources for the district. This superintendent questioned the 
wisdom of loss of teacher staff development time and pondered whether staff would 
"have more time to give so that if we are putting more time into direct instruction, we 
are putting less time into preparation for that instruction." This superintendent was 
projecting about the impact of time and learning. He may have been considering 
conflicts that existed relative to time and learning. Classroom time required because of 
time and learning, time that teachers spent preparing for compliance with the curriculum 
frameworks within the new classroom time schedule, contractual specifications about 
meeting times, and the need to provide staff development may have loomed in the mind 
of the superintendent, causing him to make this comment. 
Superintendent H responded that "it has brought a lot of the politics out of the 
employing of personnel" and that "Professional development activities for staff that 
have been part of the School Reform Act have helped." 
Analysis. The superintendents remarked generally that the implementation of 
the Education Reform Act of 1993 was positive. Several of the superintendents noted 
that the role of the school committee was defined as the setting of policy and that school 
reform would take the politics out of hiring. There was questioning among the 
superintendents about how their school district would be impacted financially due to the 
Education Reform Act of 1993. 
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Among eighty-seven percent (87%) of the superintendents in Massachusetts, 
implementation of the Education Reform Act of 1993 was a significant issue. Due to 
their responsibilities of implementing the Massachusetts educational reform, 
superintendents are faced with multiple demands. They must attend to curriculum 
changes, implement the curriculum frameworks, and adhere to time and learning 
requirements, among other of their requirements in implementing education reform. 
These must be attended to, along with the other responsibilities of the superintendent 
that are not related to education reform. Superintendents cited the curriculum and time 
and learning to be of great concern to them and that these were factors which caused the 
superintendents great stress. It can be stated that Massachusetts viewed education 
reform negatively, due to the great pressures placed upon them related to education 
reform. 
Current Issues of Concern 
In interview question 4 (a), superintendents were asked what were their greatest 
concerns as superintendent. 
Superintendent A commented that budgetary concerns and how the system’s 
ability to draw and keep skilled faculty and administrators were of great concern to him. 
Superintendent B concurred with Superintendent A in citing budget 
considerations as a major issue of concern. He also cited problems with the costs of 
special education. 
Superintendent C responded that he was very concerned about "the politics of 
the superintendent." His next greatest concern was "lack of community support in terms 
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of the community understanding what is going on in the school system and becoming 
involved." 
Superintendent D voiced her concern over "appropriate resources for education." 
She cited the "loss of security rights under the collective bargaining act and in regard to 
good cause instead of just cause" to be problematic for principals and assistant 
principals. She was also concerned that because administrators were not paid enough 
money, it was difficult to attract and retain them. 
Superintendent E was concerned with "getting enough money to make a 
technology piece happen." Dealing with socially related issues was of concern to him. 
Superintendent F voiced concern over having enough information disseminated 
about the successes of public education. 
Superintendent G rated his concerns as being with money, managing the staff, 
and "working the school committee so that they support what we are trying to do and 
are a part of it." 
Superintendent H voiced her concern about whether her students would be 
successful academically. Next, she identified finance and school building as concerns. 
Superintendent H was concerned about whether school building "is really adequate to 
house the number of students that we have here and the number of students who want to 
come." 
Analysis. In the interviews, the following factors emerged as causing the 
greatest concern for superintendents. Budget, the politics of the superintendency, 
community support, resources, collective bargaining protections for administrators, 
public relations, staff management, school committee, and the academic success of 
221 
students were all cited as the most significant concerns for the superintendents. In the 
1996 Massachusetts study, the following were identified by superintendents as issues 
and challenges of great significance that face the superintendent today. Demands for 
new ways of teaching or operating the educational program, financing schools to meet 
increasing current expenditures and capital outlay, and implementing the Education 
Reform Act of 1993 were each rated by more than forty percent (40%) of the 
superintendents as being issues of great significance. There was some convergence 
between the responses of the superintendents who were interviewed and those who 
participated in the 1996 descriptive study of the Massachusetts superintendency. The 
correspondences were in the areas of budget concerns and the educational program. 
Factors Inhibiting the Effectiveness of the Superintendent 
In interview question 4 (b) superintendents identified what most inhibited their 
effectiveness as superintendent. 
Superintendent A responded that monetary issues inhibited his effectiveness, 
especially "spending a tremendous amount of time trying to go out and look for 
resources." Time demands and problems with time management worried this 
superintendent. 
Superintendent B also voiced concern over his demanding schedule and lack of 
time. 
Superintendent C concurred with Superintendent A in that sometimes there s 
just too many things I have to do. I’m just spread out." This superintendent also cited 
dealing with different groups with differing agendas as limiting to his effectiveness. 
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Superintendent D responded that she was concerned over the quality of staff. 
She also voiced concern over "human nature in relation to change and the amount of 
time that it takes for a lot of reasons to be able to promote positive change." Removal 
of ineffective staff also posed a problem to this superintendent. 
Superintendent E concurred with Superintendents A, B, and C about time 
restrictions and limitations, responding that "it takes extreme amounts of commitment 
by a lot of other people to make it successful." Factors also cited as inhibiting this 
superintendent’s effectiveness were money and the community’s commitment to 
education. 
Superintendent F stated that an inhibiting factor to his effectiveness was 
"resources in general and the inequities or imbalances and the resources themselves as 
they translate to supporting school programs." 
Superintendent G stated that "lack of resources is a problem." 
Superintendent H concurred with Superintendents A, B, C, and E in stating time 
as a restricting factor in her effectiveness as superintendent. 
Analysis. The eight superintendents cited the following as factors which 
inhibited their effectiveness as superintendent: monetary problems, time constraints, a 
disparate amount of tasks to complete, staff issues, and lack of resources. In the 1996 
Massachusetts study, superintendents identified the following two factors as most 
inhibiting their effectiveness as superintendent: too many insignificant demands and the 
inadequate financing of schools. More than sixty percent (60%) of the superintendents 
responded to these categories. Information gleaned from the superintendent interviews 
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matched data responses from the population of Massachusetts superintendents in this 
category. 
Role Changes 
Interview question 5(a) pertained to what superintendents foresaw as changes in 
the role of the superintendent. 
Superintendent A stated that role changes involved the superintendent being 
flexible, being able to listen to people, and being able to build a team. 
Superintendent B responded that "the job is becoming so big that 
superintendents are going to need more support staff." 
Superintendent C delineated what he saw as a "negative change. I see 
superintendents becoming more of a politician than the educational leader, and that’s 
dangerous." He added that superintendents need to become more knowledgeable about 
technology. 
Superintendent D identified politics, political marketing, and time issues as 
being crucial in the evolving role of superintendent. 
Superintendent E responded that it will be increasingly important for 
superintendents to "resolve conflict, understand common ground, and maybe even get to 
that place of consensus making." 
Superintendent F responded that the superintendent "needs to be much more 
organizationally conscious, aware of the system and the network of parties." Also cited 
as a role change was the superintendents seeking the role of parents to evolve into that 
of "helping schools and their principals." Superintendent F stated that superintendents 
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need to study leadership and continue to do so, if for no other reason than to keep up 
with how to be more effective." 
Superintendent G cautioned that the role of the superintendent "is not a 
curriculum role." 
Superintendent H responded that keeping up with the reading and writing 
requirements of the job will require changes in the role of the superintendent. 
Especially in terms of time demands, this superintendent stated that "more is demanded 
these days of the superintendent than ever before." 
Analysis. Superintendents’ responses about changes in the role of the 
superintendent varied. Dealing with politics, with conflicts, with the organization as a 
whole, with parents, and with time management emerged as changes that were foreseen 
in the role of superintendent by current superintendents. With the exception of dealing 
with politics, each of these issues has emerged in other areas of the interviews and of 
this 1996 Massachusetts study as impacting the superintendency. It is interesting that 
the role of politics has been mentioned only a few times by the superintendents. It 
appears that the superintendents view politics as not impacting heavily on either their 
current role as superintendent or on any changes in the future roles of the 
superintendent. 
One of the minority superintendents interviewed made the following comments 
about the role of politics and its impacts upon the superintendency. He observed that 
"those in power - school committee, selectmen, or city council - community leaders 
seem to have more power in terms of influencing what the leader (superintendent) 
225 
does.” This superintendent reflected that when applying for a superintendency, 
candidates 
might not really know how political things can be in a city, maybe not in 
a town. Political in a city as in the town fathers having a say about who 
will be a candidate. The community itself is trying to see to it that 
somebody who is going to represent their children would meet a 
particular viewpoint - a union, etc. In Boston the mayor, it would seem 
to me, would be the one to have the most influence upon the selectmen. 
I suspect that when you look at New York you find the same thing. The 
mayor of New York has a lot to do with approving the 
Chancellor...Regardless of their performance, anyone shrewd enough to 
seek the position will be short-lived in the arena, if it is political. 
This superintendent advised that "you have to transcend the clutches of political 
party." In terms of the amount of political power wielded by town officials, the 
superintendent further explained that 
mayors have adopted the attitude that if you are going to control 
expenditures in public schools ... had to control the people who were in 
control (of the schools). The mayors got more active in determining how 
the business would be run. In Massachusetts with Proposition 2 1/2, 
when we decimated public schools, if not other municipal properties, it 
was another way of elected officials to show the public that they knew 
how to get control. 
In surmising why a superintendent might not be retained in a district, this 
minority superintendent said that "depending upon where you are, that kind of position 
is dependent upon the political power structure." A superintendent in a community in 
which the political structure is powerful would need to have a "good reputation" and be 
"strong-minded." Yet such a superintendent may still "fall out of favor with the 
political power structure." 
This minority superintendent may have been responding to the issue of politics 
and the schools from a special perspective. This male minority superintendent served in 
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a large, urban school district. He explained that the politicization of education was an 
issue compounding the difficulties of the superintendent serving in an urban setting. 
Politics have been problematic in the running of a large, urban school system, as cited 
previously in Chapter 2. 
Future Issues of Concern 
In interview question 6(a) superintendents were asked what they foresaw as 
future issues of concern for superintendents. 
Superintendent A stated that he was concerned over superintendents being 
willing to make a commitment of time to a school system, instead of their changing 
district superintendencies. He also thought that turnover was a problem and would 
continue to be so until the district could be viewed as "attractive” to new teachers and 
administrators. Superintendent A voiced concern "that there has to be a better 
mechanism to support superintendents...yet we are working independently." This 
superintendent had questions about how change can be made to happen in a district. 
Superintendent B foresaw that time would continue to be an issue of concern for 
the schools - time management and time and learning. He was also concerned that there 
would be sufficient funds for financing the schools properly. 
Superintendent C voiced concern about politics and its negative effects on public 
education. Another concern was the heavy expectations that are placed upon the 
schools by parents and the community. 
Superintendent D agreed with Superintendent A in that money and also teacher 
turnover rate would continue to be a concern. Providing support for staff dealing with 
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demanding family issues was a current and future area of concern for this 
superintendent. The problem of having adequate time was voiced by this 
superintendent: "How can we find enough time to do all the things that we want to do, 
to do it with quality?" 
Superintendent E responded that how to "be part of a productive society where 
we understand how we can learn from one another, understand each other and work 
together - that’s a special challenge." 
Superintendent F stated that "to have technology in all of our classrooms is a 
pretty cheap goal. To be using technology appropriately in all of our classrooms is a far 
more meaningful goal." 
Superintendent G was concerned about the stability of families and that "we are 
still not sufficiently demanding on kids." 
Superintendent H cited time, money, and providing "good professional 
development opportunities" for staff were current as well as future issues of concern to 
her. 
Analysis. There was no single issue that emerged in the interviews as an issue 
of future concern for the superintendent. Instead, the following were presented by the 
superintendents as issues of future concern to the superintendency: superintendent and 
teacher turnover rate, time management, time and learning mandates, the negative 
effects of politics, contributing to a productive society, the demands of technology, and 
time, money, and professional development opportunities for staff members. Each of 
these issues has been discussed in a previous section of the interview analyses. 
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Summary 
In general, superintendents’ responses from the interviews agreed with those in 
the survey questionnaires. Superintendents in both parts of the study agreed about the 
following topics: satisfaction with preparatory coursework and perceptions about there 
being few impediments to the hiring of women and minorities. 
Massachusetts superintendents were not asked in the survey about the frequency 
of their meetings with constituency groups within the school district and with 
community groups. Survey data were not given about the accessibility of 
Massachusetts superintendents to constituency groups within their school districts. 
Massachusetts superintendents were not questioned in the survey about new skills or 
information they felt of importance to the superintendent. In the survey, 
superintendents were not queried about their management style. 
Massachusetts superintendents responded similarly to the superintendents who 
were interviewed about issues and challenges facing the superintendent. Viewed as 
primary concerns by the superintendents were the educational program, school finance, 
and educational reform. Thirty-seven percent (37%) of Massachusetts superintendents 
indicated that they were hired for their ability to act as a change agent. Insignificant 
demands and school finance emerged as two issues of concern to both populations of 
Massachusetts superintendents. 
There were no data given in the survey about role changes and future issues of 
concern as foreseen by the superintendents. The two minority superintendents who 
were interviewed supplied information pertaining to the special issues faced by women 
and minorities seeking the superintendency. There are difficulties faced by women and 
229 
minorities seeking the superintendency. Gender and racial issues are compounded by 
the inherent difficulties, responsibilities, and roles of the superintendency. Women, and 
perhaps minority, superintendents could benefit from believing in their ability to be 
competent superintendents, having strong academic credentials, networking, having 
strong support systems, and mentoring. 
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CHAPTER 6 
SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 
Summary 
This study evolved from the need to examine the current Massachusetts 
superintendency and to project how the superintendency might change in the future in 
terms of roles and expectations of the superintendent. A historical review of the 
superintendent’s role from 1910 up to the present was completed. Societal factors 
impacting the superintendency were identified; these included demographic and 
sociological changes as well as the scrutiny of public education resulting in education 
reform. Research studies on the role of the superintendent were examined, with a focus 
on the Glass 1992 national study of the school superintendency and the Gross 1956 
study of the Massachusetts superintendency. The impact on Massachusetts 
superintendents of the Massachusetts Education Reform Act of 1993 was delineated. 
The researcher used descriptive and qualitative methodologies to answer the 
following research questions: 
1. How has the role of the Massachusetts superintendent changed to meet 
current societal impacts on public education? 
2. Is there an identifiable profile of the Massachusetts superintendent 
indicating commonality in personal, professional, educational, and 
experiential factors? 
3. Is there an identifiable profile of the Massachusetts superintendent in 
relation to role expectations and current issues of concern? 
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4. Is there an identifiable profile of the Massachusetts superintendent 
concerning superintendents’ perceptions on the impact of education 
reform? 
5. How do the Massachusetts superintendents compare with 
superintendents nationally on the issues of minorities, women, and 
preparations for the office of superintendent? 
Two phases of the study were conducted, descriptive and qualitative. A 
descriptive survey was administered, and these results were reported and analyzed. In- 
depth interviews were conducted, reported, and analyzed for the qualitative phase of the 
study. 
The descriptive phase of the study focused on collecting data pertinent to the 
roles and responsibilities of Massachusetts superintendents. This was done through 
surveying two hundred and seventy-five superintendents, those who formed the 1996 
membership of the Massachusetts Association of School Superintendents. The 
informational survey contained 45 items, with specific delineations provided for 
respondents’ answers, including the categorical response of "Other", with space for 
hand-written information to be added for 14 questionnaire items. 
The qualitative phase of the study involved in-depth interviewing of eight 
superintendents in Massachusetts. Subjects for the in-depth interviews were selected on 
the basis of the "Kinds of Communities" categorizations of the Massachusetts 
Department of Education and on the subjects’ ability to be interviewed. These 
superintendents formed a representative sampling from the eight "Kinds of 
Communities" in Massachusetts. The "Kinds of Communities" included urbanized 
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centers, economically developed suburbs, growth communities, rural economic centers, 
small rural communities, resorts/retirement/artistic, and vocational-technical schools. 
Interview subjects responded to questions about preparations for the superintendency, 
professional experiences, the impact of the Massachusetts Education Reform Act of 
1993, and current and future roles and issues of concern. Also, two minority 
superintendents were interviewed. The minority superintendents revealed information 
about the interplay of gender, race, and ethnicity as these relate to hiring and 
promotional practices of women and minority superintendents. 
Conclusions 
Following are conclusions reached about emerging roles and issues of concern 
for the Massachusetts superintendent. 
1. The role of the Massachusetts superintendent is changing to meet current 
societal impacts on public education. There are significant shifts in demographics and 
the increases in sociological factors that affect education statewide and on the local 
levels. Superintendents will have to deal with these changes. 
Added to the superintendent’s traditional responsibilities is the monitoring of 
changes in demographics. The growth of minority and immigrant populations heralds 
an increase in minority and immigrant student populations in the public schools. The 
educational needs of these ethnically and racially diverse student populations must be 
met, indicating additional responsibilities for the superintendent. 
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Sociological factors are impacting the role of the superintendent. Providing for 
the increase in numbers of children in need and children at risk and meeting their 
pressing needs adds to the responsibilities of the superintendent. 
Close scrutiny of public education has resulted in educational reform movements 
and mandates to meet the public’s demand for school choice. Dealing with contracting, 
particularly charter schools, has become another responsibility for the superintendent. 
2. There is a varied profile of the Massachusetts superintendent in terms of 
commonality in personal, professional, educational, and experiential factors. There is 
no single age grouping for Massachusetts superintendents. Instead, the ages of the 
majority of Massachusetts superintendents range from 41 to 60. Massachusetts 
superintendents are highly educated, with almost 55% having earned the doctorate and 
over 38% having completed the master’s degree and higher. The majority of 
Massachusetts superintendents have served in one district, with less than 25% having 
served in two districts, indicating that there is not a high degree of mobility among 
Massachusetts superintendents. In spite of an enormous amount of pressure and stress 
created by their myriad responsibilities, Massachusetts superintendents have chosen to 
remain in their school districts. 
3. Massachusetts superintendents have an identifiable profile in relation to role 
expectations and current issues of concern. 
School finance is an issue of great concern to Massachusetts superintendents. 
The financing of special education programs is a burden for the school districts and for 
the superintendents. The funding of curriculum review, reform, an implementation is 
burdensome to the superintendent, adding to the responsibilities of the superintendent. 
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Promoting the educational budget to generate financial support in the community is 
difficult for the superintendent. State foundation formula requirements for funding 
added to the concerns of the superintendent. 
The majority of Massachusetts superintendents felt considerable and great stress 
in performing their role as superintendent. This indicates that their varied and 
increasing responsibilities are worrisome to the superintendents. The continuous 
presence of great stress could negatively impact the superintendents in the performance 
of their roles and responsibilities. More responsibilities are being given to the 
superintendent. New as well as existing responsibilities must be met by the 
superintendent; these will add to the great stress already felt by the superintendents. 
The Massachusetts superintendents widely recognized the importance of 
constituency groups. Yet the superintendents did not make consistent and full use of 
their constituency groups to promote the interest of the district. Communication and 
public relations relative to constituency groups were two areas of concern to the 
superintendents. However, school constituency groups (teachers, building 
administrators, students and student groups, parents, central office administrators, and 
central office staff) were not as focal to the superintendents as were constituency groups 
outside of the schools. The Massachusetts superintendents focused more of their 
attention and efforts to constituency groups outside of the schools than to those within 
the schools. 
4. There is an identifiable profile of the Massachusetts superintendent 
concerning superintendents’ perceptions on the impact of education reform. 
Superintendents regarded the state education reform under the Massachusetts Education 
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Reform Act of 1993 as important to the districts. However, superintendents indicated 
their concerns over the implementation and funding of education reform. Of special 
concern to the superintendents were implementation of the curriculum (curriculum 
frameworks) and district funding of the education budget. Education reform, while 
accepted as important by the superintendents, burdens the superintendents and adds to 
their mandated role as district reform administrators. The Eight National Goals also 
impact the superintendent. These national goals have to be integrated statewide, along 
with district-wide implementation of the state education reforms. Massachusetts 
superintendents have the double obligation of meeting both federal and state standards 
for education reform. This adds to the roles and responsibilities of the superintendent. 
5. There are several comparisons that can be made between Massachusetts 
superintendents and superintendents nationally on the issues of minorities, women, and 
preparations for the office of the superintendent. Proportionally there were fewer 
minority superintendents in Massachusetts than at the national level. In both 
Massachusetts and across the United States there were few minority superintendents 
compared with the population of nonminority superintendents. Increases in the numbers 
of minority superintendents are needed in both Massachusetts and across the nation. 
Massachusetts superintendents differed from national superintendents in terms 
of gender distribution. There are proportionally fewer men and more women 
superintendents in the state than there are nationally. This indicated that Massachusetts 
school districts were more accepting of women in the role of the superintendent than 
were school districts nationally. However, the numbers of women superintendents in 
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Massachusetts and across the nation are still relatively low. Increases in the numbers of 
women superintendents are needed in both Massachusetts and across the nation. 
The Massachusetts superintendent had more formal education than 
superintendents nationally. A significantly larger percentage of Massachusetts 
superintendents earned the doctorate than did superintendents nationally. More 
Massachusetts superintendents had the master’s degree and specialist degree than did 
their national counterparts. This indicated that superintendents who were highly 
educated were attracted to superintendencies in Massachusetts. Such a high level of 
educational achievement on the part of superintendents must be deemed important by 
school committees and communities in Massachusetts. Massachusetts is home to a 
large complex of colleges and universities, contributing, perhaps, to the high level of 
educational attainment of Massachusetts superintendents. 
Recommendations 
From the conclusions obtained from the 1996 study of the Massachusetts 
superintendency, it appears that superintendents need programs that are more oriented to 
their job realities. There is a need to align graduate courses in the superintendency with 
the realities of the superintendent’s job. In order for superintendents to provide vision 
and direction for their school districts, superintendents need assistance through college 
and university courses and through special programs. The superintendents’ 
responsibilities are increasing to meet the demands of national and state mandates. 
There needs to be an increased awareness on the part of school committees of these 
tremendous responsibilities. School committees need to fully support superintendents 
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so that the community may have optimal educational programs. An informed and 
supportive school committee could greatly aid the superintendent in carrying out the 
responsibilities of public education. 
The following recommendations are proposed, based upon analysis of related 
literature, the results of survey questionnaires and in-depth interviews, and the 
comparison of data about Massachusetts superintendents to national data about 
superintendents. 
1. Women and minorities, both those applying for superintendent positions 
and those holding the position of superintendent, should be actively 
recruited by universities. Additionally, course work preparatory for the 
superintendency should include special issues faced by these 
populations. Women and minorities seeking and serving in the 
superintendency should use institutionalized supports such as study 
groups and professional organizations. 
2. Professional development, provided for those in training for the 
superintendency as well as those serving in the superintendency, should 
include the following topics: stress management, the model of change 
agent, technology training, school finance, collective bargaining, 
utilizing personnel resources, implementing the curriculum frameworks, 
the Massachusetts Educational Reform Act of 1993, site-based 
management, current educational research, working with the school 
committee, staff issues, public relations and communications, grant 
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research and writing, management models, conflict recognition and 
conflict management, and time management. 
3. Superintendent search committees and school committees should be 
educated about all of the roles and responsibilities of Massachusetts 
superintendents. 
4. Superintendent search committees and school committees should 
actively recruit qualified women and minority superintendent candidates. 
5. Superintendents should more fully utilize all of their constituency 
groups. 
6. There should be on-going study continuing to examine the role of the 
superintendent in Massachusetts. 
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APPENDIX A 
MASSACHUSETTS DEPARTMENT OF EDUCATION 
SCHOOL FINANCIAL SERVICES SUMMARY OF CHARTER PUPILS 
AND TUITION FY98 
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Massachusetts Department of Education 
School Financial Services Summary of Charter Pupils and Tuition FY98, as of 
December 1997 
Above 
FTE Trans¬ Local State Foundation 
Lea District Pupils portation Payment Payment Reimbursement 
1 Abington 2.00 408 5,364 5,364 
5 Agawam 2.00 564 11,154 
8 Amherst 1.00 61 4,701 1,880 
9 Andover 4.00 954 26,618 
10 Arlington 6.02 633 41,876 16,751 
16 Attleboro 3.00 9,992 4,996 
19 Ayer 6.00 1,536 45,030 18,012 
20 Barnstable 2.00 10,934 
23 Bedford 2.72 702 21,910 8,764 
24 Belchertown 2.00 724 11,486 
25 Bellingham 2.00 10,670 
26 Belmont 2.00 12,096 4,838 
27 Berkley 2.96 1,157 15,398 
30 Beverly 2.00 136 10,930 
31 Billerica 5.00 218 24,723 
35 Boston 1511.44 164,325 10,948,103 450,759 
40 Braintree 1.00 204 5,793 
49 Cambridge 198.87 7,432 2,035,132 32,778 813,977 
50 Canton 1.00 5,412 
51 Carlisle 1.00 452 7,445 
52 Carver 3.00 759 16,977 
55 Chatham 4.00 33,400 13,360 
56 Chelmsford 155.05 313 841,043 28,015 
57 Chelsea 5.00 1,356 34,376 
61 Chicopee 3.00 960 11,780 5,890 
65 Cohasset 14.00 434 79,338 31,738 
68 Conway 2.00 1,038 12,762 
71 Danvers 1.00 68 6,649 2,660 
72 Dartmouth 1.98 447 4,957 5,059 
79 Dracut 3.00 786 16,926 
82 Duxbury 2.00 540 11,812 
86 Easthampton 5.00 1,675 22,432 5,608 
87 E. Longmeadow 1.00 170 5,794 
89 Edgartown 15.00 117,796 8,414 47,124 
93 Everett 6.98 822 34,040 
95 Fall River 398.79 89,758 2,407,410 68,288 
97 Fitchburg 4.00 1,364 18,966 6,322 
99 Foxborough 22.08 120,620 12,544 
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Massachusetts Department of Education 
School Finance Services 
Summary of Charter Pupils and Tuition FY98, as of December 1997 
Above 
FTE Trans¬ Local State Foundation 
Lea District Pupils portation Payment Payment Reimbursement 
101 Franklin 186.00 1,001,220 5,412 
102 Freetown 2.00 450 10,286 
107 Gloucester 2.00 5,892 5,892 
111 Granby 1.00 319 5,050 
114 Greenfield 6.00 1,074 35,412 
117 Hadley 7.00 1,764 39,452 
118 Halifax 0.05 20 236 
122 Hanover 4.00 816 24,776 
125 Harvard 24.10 6,676 151,320 631 60,528 
126 Harwich 11.00 79,288 
127 Hatfield 6.00 1,440 39,606 
131 Hingham 26.00 6,578 147,225 5,889 
133 Holbrook 1.00 240 5,619 
136 Holliston 2.00 10,202 
137 Holyoke 2.00 600 14,284 
138 Hopedale 2.00 11,426 
142 Hull 164.78 44,492 973,191 
149 Lawrence 485.50 115,062 3,435,150 50,253 
153 Leominster 2.00 476 10,366 
155 Lexington 3.00 20,369 8,147 
158 Littleton 27.00 7,668 159,094 6,119 
160 Lowell 99.87 21,472 632,631 31,804 
162 Lunenburg 16.00 4,048 87,120 
163 Lynn 183.77 7,484 1,108,756 37,734 
164 Lynnfield 1.00 68 6,461 2,584 
165 Malden 23.00 4,070 128,280 19,057 
168 Marblehead 94.03 6,394 647,303 6,958 258,903 
171 Marshfield 9.92 2,986 58,032 
172 Mashpee 1.00 325 5,776 
174 Maynard 2.00 566 12,288 
176 Medford 81.20 12,753 502,576 12,561 
177 Medway 10.00 508 49,640 12,918 
178 Melrose 2.91 367 16,945 6,778 
181 Methuen 9.00 2,898 50,769 
185 Milford 2.00 12,322 
187 Millis 1.00 6,347 
191 Monson 2.00 624 10,532 
201 New Bedford 1.00 319 6,222 
207 Newton 2.00 440 15,519 6,208 
208 Norfolk 1.00 5,091 
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School Finance Services 
Summary of Charter Pupils and Tuition FY98, as of December 1997 
FTE Trans¬ 
Lea District Pupils portation 
210 Northampton 60.78 14,223 
212 North Attleborough 6.00 
213 Northborough 2.00 184 
217 North Reading 2.00 362 
218 Norton 1.00 
219 
221 
229 
231 
238 
239 
240 
242 
243 
244 
248 
251 
253 
258 
264 
270 
273 
274 
278 
281 
285 
291 
292 
293 
295 
296 
300 
301 
307 
314 
321 
325 
326 
331 
332 
Above 
Local State Foundation 
Payment Payment Reimbursement 
302,256 11,236 120,914 
21,330 4,266 
9,592 
12,786 
4,582 
Norwell 0.98 234 
Oak Bluffs 4.00 
Peabody 2.00 678 
Pembroke 1.00 466 
Plainville 7.90 
Plymouth 11.95 4,684 
Plympton 3.00 1,497 
Provincetown 3.00 
Quincy 11.00 2,050 
Randolph 2.00 164 
Revere 13.78 2,511 
Rockland 8.00 1,080 
Rowe 1.00 168 
Salem 26.00 5,382 
Scituate 26.00 4,238 
Shirley 2.00 758 
Somerset 3.98 916 
Somerville 365.47 91,912 
South Hadley 8.00 2,072 
Springfield 855.98 46,274 
Stoughton 1.00 234 
Swampscott 11.00 715 
Swansea 3.00 729 
Taunton 1.96 410 
Tewksbury 7.00 1,878 
Tisbury 22.00 
Truro 7.00 
Tyngsborough 2.00 379 
Walpole 1.00 
Watertown 1.00 
Westborough 1.00 256 
Westfield 5.00 1,355 
Westford 4.00 392 
Westport 4.96 2,162 
West Springfield 2.00 448 
5,757 
34,624 
12.178 
5,108 
35.179 
2,303 
66,058 
16,737 
13,278 
25,050 10,020 
65,565 
10,688 
6,577 
76,143 12,742 
40,866 5,838 
5,552 2,221 
167,725 
144,846 
11,650 
6,709 
25,291 10,116 
2,611,816 
47,304 
58,488 
4,872,308 
5,886 
75,304 
66,176 
17,139 
11,510 
39,188 
26,466 
177,080 
58,450 
11,151 
5,591 
17,708 70,840 
8,033 
7,554 
30,080 
22,920 
27,563 
10,992 
3,213 
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School Finance Services 
Summary of Charter Pupils and Tuition FY98, as of December 1997 
FTE Trans¬ 
Lea District Pupils portation 
336 Weymouth 46.00 9,200 
340 Williamsburg 11.00 3,861 
344 Winchester 1.00 164 
347 Woburn 4.00 396 
348 Worcester 653.21 
350 Wrentham 9.00 
600 Acton Boxborough 25.00 12,175 
605 Amherst Pelham 16.09 9,413 
620 Berlin Boylston 2.00 1,162 
632 Chesterfield Goshen 1.00 633 
635 Central Berkshire 2.00 1,080 
640 Concord Carlisle 3.00 1,215 
645 Dennis Yarmouth 6.00 
660 Nauset 130.00 
670 Frontier 13.00 5,018 
672 Gateway 11.00 8,118 
673 Groton Dunstable 53.00 15,105 
674 Gill Montague 2.00 566 
683 Hampshire 10.00 4,290 
695 Lincoln Sudbury 1.00 276 
700 Martha’s Vineyard 16.00 
710 Mendon Upton 1.00 358 
717 Mohawk Trail 18.00 10,908 
720 Narragansett 1.00 280 
725 Nashoba 14.00 6,216 
735 North Middlesex 48.11 15,395 
753 Quabbin 9.00 4,833 
755 Ralph C Mahar 2.00 1,506 
760 Silver Lake 5.00 1,735 
774 Upisland 47.94 
775 Wachusett 1.00 334 
780 Whitman Hanson 2.00 548 
999 State Total, 
Sending District 6579.11 836,589 
Above 
Local State Foundation 
Payment Payment Reimbursement 
267,306 
54,901 21,956 
6,989 2,796 
23,788 
3,838,084 60,277 
44,271 
179,400 71,750 
95,355 
17,728 
22,666 
7,092 
7,523 
13,062 
34,020 
29,075 
1,085,500 
80,704 
72,248 
327,381 
5,815 
13,608 
11,544 
52,070 
10,703 
187,568 
5,636 
75,024 
125,478 
5,103 
75,042 20,466 
247,186 5,247 
52,785 
15,486 
27,796 6,949 
398,008 20,312 
5,734 
11,352 
2,294 
43,098,764 1,227,428 1,742,865 
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Summary of Charter Pupils and Tuition FY98, as of December 1997 
Above 
FTE Trans¬ Local State Foundation 
Lea District Pupils portation Payment Payment Reimbursement 
412 Academy of the Pacific Rim 100.05 59,938 597,272 197,924 
420 Benjamin Banneker 258.00 2,407,302 67,493 748,035 
432 Cape Cod Lighthouse 163.00 1,321,697 5,815 23,380 
435 Chelmsford Public 174.92 926,929 59,819 2,241 
437 City On A Hill 146.03 90,539 1,079,344 96,636 
440 Community Day 196.00 46,452 1,378,368 28,716 
441 Sabis International 749.12 4,226,474 62,986 
444 Neighborhood House 119.78 868,026 22,299 
447 BenjaminFranklin Classical 254.98 1,348,483 32,630 
450 Hilltown 72.00 25,063 389,645 97,936 
454 Lawrence Family Develop. 300.50 71,897 2,121,869 21,537 
458 Lowell Middlesex Academy 103.00 25,728 674,697 
460 Lynn Community 146.65 883,978 24,486 
464 Marblehead Community 178.15 20,979 1,160,783 32,807 290,613 
466 Martha’s Vineyard 104.94 915,076 46,434 192,988 
473 North Star Academy 103.85 44,796 627,121 12,318 2,098 
478 Francis W. Parker 254.21 84,170 1,509,282 73,145 183,100 
479 Pioneer Valley Perf. Arts 132.88 50,334 770,325 45,400 46,937 
481 Boston Renaissance 1073.62 7,863,001 117,220 
486 Seven Hills 653.21 3,838,084 60,277 
487 Somerville International 523.91 133,045 3,643,007 90,432 114,096 
488 South Shore 351.68 87,864 2,035,238 55,707 34,041 
491 Atlantis 418.63 95,784 2,512,763 73,347 7,400 
999 State Total, 
Charter Schools 6579.11 836,589 43,098,764 1,227,428 1,742,865 
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A DESCRIPTIVE STUDY OF THE MASSACHUSETTS 
SUPERINTENDENCY 
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1. What is your gender? 
CODE 
Male 
fftmale 
2. What is your age? 
_30-35  51-55 
_36-40  56-60 
_41-45  61-65 
46-50 66+ 
3. Racial/Ethnic Group 
White _Hispanic _Asian 
_Black _Native American _Pacific Islander 
Other: Specify_ 
4. How many students are currently enrolled in your district? 
_100,000 or more , _5,000 to 9,999  less than 300 
_50,000 to 99,999  3,000 to 4,999 
_25,000 to 49,999 _1,000 to 2,999 
_10,000 to 24,999   300 to 999 
5. Number of years as a classroom teacher (Do not count years as 
administrator). 
0-5 _11-15 _21-25 
6-10 16-20 26+ 
6. What is the highest earned degree or certificate you hold? 
(Select only one) 
_BA or BS. _CAGS. 
_Master’s degree in education. _Specialist degree. 
_Master’s degree NOT in education. _Doctor of Education 
or Philosophy. 
_Master’s degree plus some _Additional work beyond 
additional graduate work. the doctorate. 
_Master’s degree plus all course _Other degree:_ 
work for a doctoral degree. 
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7. In which of the following areas did you major as an undergraduate? 
If you majored in more than one, choose the one with the most 
hours. (Select only one) 
Agriculture 
Business 
Education (other than phys. ed.) 
Fine Arts 
Humanities (literature, languages, 
etc.) 
Mathematics 
Physical Education 
Physical or Biological 
Sciences 
Social Sciences (sociology, 
history, etc.) 
Other: 
8-10 Use these numbers for questions 8, 9, and 10. 
01 Educational administration and supervision 
02 Secondary education 
03 Physical education 
04 Humanities or fine arts 
05 Science or engineering 
06 Business 
07 Mathematics 
08 Elementary education 
09 Other (Specify):_ 
8. Master’s (_) 
9. Sixth Year or Specialist (_) 
10. Doctorate (_) 
Questions 11-14: Answer in relation to the highest degree 
program which you’ve completed. 
11. In general, how would you evaluate vour program of graduate studies 
as preparation for the superintendency? 
_Excellent _Good _Fair _Poor _No opinion 
12. On the whole, how would you evaluate the credibility of professors of 
educational administration with whom you have come in contact? 
_Excellent _Good _Fair _Poor _No opinion 
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13. What was the major strength of your graduate study program? 
(Select one) 
_High quality of professors 
_High caliber of fellow students 
_Quality of other courses in education 
_Quality of educational administration courses (two or more) 
_Availability of noneducation or cognate courses 
_Field contacts or practical work in districts 
_Library and other facilities 
_Independent or individualized study and instruction 
_Internship 
_No strengths 
Other: 
14. What was the major weakness of your graduate study program? 
(Select one) 
_Low quality of professors 
_Poor or irrelevant course offerings 
in general 
_Shortcomings in, or lack of, specific classes 
_Lack of quality internship 
_Poor quality of specific educational courses 
_Lack of support from other dept., not enough 
15. What new skills or information do you feel you need to maintain your 
effectiveness as a school superintendent? 
(Please list no more than two) 
a.  
b.  
16. How many public superintendencies have you held? (Include present 
one) 
1 2 3 4 5 6 More 
17. Were you appointed to your present superintendency from: 
Inside same district _Outside district 
No Weakness 
Other: 
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18. 
21. 
22. 
How many years have you served in total including the 1995-1996 
school year as a superintendent? 
1-5 6-10 11-15 16-20 21-25 26+ 
19. Have you spent your entire educational career in one school district? 
Yes No 
20. When did you decide to be a superintendent? 
While a teacher 
While a building administrator 
While a central office administrator 
Other: 
In which of the following types of positions have you had one full 
year or more experience? 
Elementary teacher 
Elementary assistant principal 
Elementary principal 
J.H./Middle school teacher 
J.H./Middle school assistant 
principal 
J.H./Middle school principal 
Counselor 
High School teacher 
High School assistant principal 
High School principal 
Supervisor or consultant 
Director/Coordinator 
Assistant/associate 
superintendent 
Other 
What is your perception of the most important reason you were employed by 
your present board of education? (Select only one) 
Personal characteristics (honesty, tact, etc.) 
Potential to be a change agent 
Able to maintain the status quo 
Able to be an instructional leader 
Specific task, such as desegregation, reduction in force, etc. 
No particular, important reason 
Other 
23. Which of the following best describes your district? 
K-12 
Regional 
V ocational/T echnical 
Other 
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24. Which grade levels are included in your district? 
_K6 _K8 _K12 
_Vocational/Technical 
_Other (Specify):_ 
25. Does your school district provide pre-kindergarten education? 
Yes No 
26. Does your school district provide child/day care? 
Yes No 
27. Does your district currently have a school-business partnership in the 
community? 
Yes No 
28. How many central office administrators are there in your district? 
(Do not count yourself. If none, enter a zero)._ 
29. How many of these central office administrators are female? (Do 
not count yourself. If none, enter a zero)._ 
30. In your opinion, to what extent are discriminatory hiring and 
promotional practices a problem in limiting administrative career 
opportunities for women? 
_Major problem _Not much of a distinction 
_Minor problem _No problem 
31. In your opinion, to what extent are discriminatory hiring and promotional 
practices a problem in limiting administrative career opportunities for 
minorities other than women? 
_Major problem _Not much of a distinction 
_Minor problem _No problem 
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32. From your perspective, which of the following factors most inhibit your 
effectiveness as superintendent? Choose three. 
_Too many insignificant demands_Difficulty in relations with 
_Too much added responsibility board members 
_Inadequate financing of schools _District too small 
_State reform mandates _Collective Bargaining 
_Inexperienced, unqualified, or agreements 
ill-prepared staff members _Drug Problems 
_Insufficient administrative staff _Racial/ethnic problems 
_Lack of community support _Other:_ 
33. At this point in your career, would you still choose to be a superintendent? 
Yes No 
If not, which of the following choices would you make? 
_Other central office position _State agency employee 
_Classroom teacher _Collaborative administrator 
_Guidance counselor _Principal 
_College professor _Outside of education 
_Business Manager _Other:_ 
34. If you have held more than one superintendency, please list below the 
reason you left your last superintendency. (Check which best applies) 
_Larger district superintendency _Reduction in force of district 
_Conflict with board members _Family considerations 
_Consolidation with another district _Higher education 
_Retirement _Position in "better" financed 
_Desegregation conflict district 
Other: _ 
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35. Listed below are some individuals/groups that may be sources of 
information for superintendent decision making purposes. How much 
weight do you place on information from each of these groups. (Circle 
Answer) 
Very Great Considerable Some Little No Don’t 
Weight Weight Weight Weight Weight Know 
a. Fellow Superintendents 1 
b. Central office staff 1 
c. Parents 1 
d. State office staff 1 
e. Community groups 1 
f. Professional organi- 1 
zations (AASA etc.) 
g. Power structure in the 1 
community 
h. Teachers 1 
i. School board members 1 
j. Consultants 1 
2 
2 
2 
2 
2 
2 
3 
3 
3 
3 
3 
3 
4 5 8 
4 5 8 
4 5 8 
4 5 8 
4 5 8 
4 5 8 
2 3 4 5 8 
2 
2 
2 
3 4 5 8 
3 4 5 8 
3 4 5 8 
36. DEGREE OF IMPORTANCE: Please rate each of the following issues and 
challenges facing the superintendency today in vour school district on the 
following scale: 1) Of Great Significance: 2) Significant: 3) Of Limited 
Significance: 4) Little or No Significance. (Circle appropriate response) 
Great 
Signif. 
1. Changing demographics: 
social-cultural issues such 
as race relations, 
integration, or segregation 1 
2. Issues such as 
negotiations, strikes, 
sanctions and/or forms of 
teacher militancy 1 
3. Site-based management 1 
4. Restructuring of districts 1 
5. Consolidation of districts 1 
6. Changing priorities in 
curriculum 1 
Limited Little or no Don’t 
Significant Signif. Signif. Know 
2 3 4 
oo
 
2 3 4 8 
2 3 4 8 
2 3 4 8 
2 3 4 8 
2 3 4 8 
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Great 
Signif. Significant 
Limited Little or no Don’t 
Signif. Signif. Know 
7. Demands for new ways of 
teaching or operating the 
educational program 1 2 3 4 8 
8. Financing schools to meet 
increasing current 
expenditures and capital 
outlay 1 2 3 4 8 
9. Implementation of Mass. 
Education Reform Act 1 2 3 4 8 
37. What is your opinion about the usefulness of educational research? 
_Is highly useful _Is not useful 
_Is usually useful _No opinion 
_Is occasionally useful 
38. How much self-fulfillment (that is, the feeling of being able to use one’s 
unique capabilities, or realizing one’s potential) does your position as 
superintendent provide? 
_None _Moderate 
Little Considerable 
39. The superintendency is often described as a stressful occupation. Do 
you, in performing your role as superintendent, feel: 
No stress _Considerable stress 
Little stress _Very great stress 
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40. What are your future plans in the superintendency? (Check the one that 
reflects your thinking today.) 
_I intend to continue in a superintendency, whether in this district or 
another, until retirement age. 
_I will continue in a superintendency until I can qualify for minimum 
state retirement benefits. (Early retirement) 
_I will leave when I find a desirable position in a university. 
_I will leave when I find a desirable position outside of education. 
_This is an impossible position, and I want to get out of the 
superintendency as soon as possible. 
_I will remain until a position outside the superintendency opens that 
allows me to make a greater contribution to education. 
_I expect to leave the superintendency for another position 
temporarily, but I will eventually return to a superintendency position. 
_Other, please specify:_ 
41. Listed below are a number of things that sometimes trouble 
superintendents. To what extent does each of the following occur in 
your situation: (1-Very Frequently, 2-Frequently, 3-Sometimes, 4-Almost 
Never, 5-Never) 
1 2 3 4 5 
a. Iam concerned about what an 
individual or group may do if I make 
a decision contrary to their wishes. 
b. I find myself being concerned whether 
I have made the right decision on a 
matter with which I have just dealt. 
c. Iam concerned about relating to, and 
being supported by, the local power 
structure. 
d. Iam concerned about the school 
committee’s activities/attitudes. 
e. I am concerned over how to deal with 
non-productive and/or uncooperative staff. 
f. I am concerned about gaining community 
support for school district programs. 
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1 2 3 4 5 
g. I worry about tasks undone or problems 
unresolved. 
h. Iam concerned about my relations with 
the teacher’s union/association. _ 
i. Iam concerned about the impression I 
will make when attending meetings of 
various community groups in my role 
as superintendent. 
j. Iam concerned about financial matters 
and override campaigns. 
k. Iam anxious when planning or 
participating in school board meetings. _ 
42. How many of your central office administrators belong to each of the 
following ethnic groups? (Fill in the blanks with the appropriate 
numbers) 
_White _Hispanic _Asian 
_Black _Native American _Other (Specify) 
Pacific Islander 
43. How many staff members report to you directly?_ 
44. In projecting the administrative needs of your district, what types of 
professionals do you believe will be needed in your district, which you 
do not now have, to keep pace with educational needs over the 
next several years? (Select no more than three) 
_Curriculum and instructional _Attorneys 
_Public relations/communications _Change specialists 
_Grant writing _General planners 
_More general administrators _Vocational-technical 
_Human relations (personnel) _Classified personnel 
_Pupil personnel _Business Management 
_Data processing _None needed 
_Staff development _Other (Specify:)_ 
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45. Who serves as the chief negotiator for renewal of your district’s 
contract with the teachers? 
-Superintendent _Professional negotiator from 
the inside 
_Professional negotiator _School district attorney 
from the outside _School committee member 
_Depends on circumstances 
THANK YOU FOR YOUR PARTICIPATION 
IN THIS STUDY. PLEASE MAIL THE 
COMPLETED SURVEY QUESTIONNAIRE 
IN THE STAMPED, SELF-ADDRESSED 
ENVELOPE BY JUNE 4. 
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Interview Guide 
Qualitative Study 
1. Preparations for the superintendencv: 
a. What aspects from your educational background do you 
consider as best preparing you for the superintendency? 
b. Which of your professional experiences do you consider as 
best preparing you for the superintendency? 
2. Current role: 
a. Do you perceive special issues, concerns, problems for 
minority and women superintendents? 
b. How often do you visit a particular school in your district? 
What do you do when you’re there? 
c-g. How often do you meet with school staff? With central office 
staff? How does this occur? How often do you meet with parents 
from different schools in your district? How accessible do you 
feel you are to the different groups within your school system? 
h. What new skills or information do you feel you need to maintain 
your effectiveness as superintendent? 
i. How would you describe your management style? 
j. What do you view as primary in your role as superintendent? 
k. Are there conflicts in the roles that you must assume as 
superintendent? 
l. Do you consider the superintendent to act primarily as a change 
agent? 
3. School Reform: 
a. How do you think that the School Reform Act impacts your 
superintendency? 
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Current issues of concern: 4. 
a. What are your greatest concerns as superintendent? 
b. What most inhibits your effectiveness as superintendent? 
5. Role changes: 
a. What do you foresee as changes in the role of the superintendent? 
6. Future issues of concern: 
a. What do you foresee as future issues of concern for 
superintendents? 
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APPENDIX D 
LISTING OF SCHOOL DISTRICTS INCLUDED IN EACH 
KIND OF COMMUNITY (KOC) 
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Listing of School Districts Included in Each Kind of Community (KOC), 
Massachusetts Educational Assessment Program (MEAP) 
URBANIZED CENTERS.KOC #1 
Attleboro Gardner Medford Southbridge 
Ayer Gloucester Methuen Springfield 
Boston Great Barrington Milford Taunton 
Brockton Greenfield New Bedford Waltham 
Cambridge Haverhill North Adams Watertown 
Chelsea Holyoke Northampton Webster 
Chicopee Lawrence Pittsfield Westfield 
Clinton Leominster Provincetown West Springfield 
Everett Lowell Quincy Worcester 
Fairhaven Lynn Revere 
...Regionals... 
Fall River Malden Salem Lawrence Vocational 
Fitchburg Maynard Somerville Berkshire Hills 
ECONOMICALLY-DEVELOPED SUBURBS.KOC #2.... 
Acton Danvers Natick Tewksbury 
Andover Dedham Needham Wakefield 
Arlington East Longmeadow Newton Walpole 
Ashland Foxborough North Andover Wellesley 
Auburn Framingham Northborough Westborough 
Avon Franklin Norwood West Boylston 
Bedford Grafton Peabody Westwood 
Belmont Holbrook Randolph Weymouth 
Beverly Hudson Reading Wilmington 
Billerica Lexington Saugus Winchester 
Braintree Littleton Shrewsbury Woburn 
Brookline Marblehead Somerset 
...Regionals... 
Burlington Marlborough South Hadley Acton Boxborough 
Canton Melrose Stoneham Concord Carlisle 
Chelmsford Middleton Stoughton Northboro Southboro 
Concord Milton Swampscott Quinobin 
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GROWTH COMMUNITIES KOC #3 
Agawam Harvard Plymouth Westminster 
Amherst Harwich Plympton Westport 
Barnstable Kingston Raynham Yarmouth 
Belchertown Lancaster Rochester 
...Regionals... 
Bellingham Lenox Rowley Amherst Pelham 
Bourne Ludlow Salisbury Ashbumham Westminster 
Bridgewater Lunenburg Seekonk Bridgewater Raynham 
Carver Mansfield Southwick Dennis Yarmouth 
Dartmouth Marion Sturbridge Freetown Lakeville 
Dracut Mashpee Sunderland New Salem Wendell 
East Bridgewater Mattapoisett Swansea Old Rochester 
Falmouth Norton Tyngsborough Plymouth Carver 
Freetown Pembroke Wareham Silver Lake 
Granby Plainville Wendell Tantasqua 
Hanson Triton 
RESIDENTIAL SUBURBS.KOC #4 
Berlin Hingham Norwell Westford 
Bolton Holden Paxton Westhampton 
Boxborough Holliston Pelham Weston 
Boxford Hopkinton Princeton Wilbraham 
Boylston 
...Regionals... 
Lincoln Richmond 
Carlisle Longmeadow Sandwich Berlin Boylston 
Cohasset Lynnfield Scituate Dover Sherbom 
Dover Manchester Sharon Groton Dunstable 
Dunstable Marshfield Sherbom Hamilton Wenham 
Duxbury Medfield Southborough Hampden Wilbraham 
Easton Medway Sterling King Philip 
Georgetown Mendon Stow Lincoln Sudbury 
Groton Millis Sudbury Masconomet 
Groveland Montgomery Topsfield Mendon Upton 
Hamilton Norfolk Wayland Nashoba 
Hampden 
Hanover 
North Reading Wenham Pentucket 
Wachusett 
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RURAL ECONOMIC CENTERS KOC #5 
Abington Erving Northbridge Winchendon 
Acushnet Gill North Brookfield Winthrop 
Adams Hardwick Northfield Wrentham 
Amesbury Hatfield Orange 
...Regionals... 
Athol Hinsdale Oxford Adams Cheshire 
Barre Hopedale Palmer Athol Royalston 
Bernards ton Hull Rockland Blackstone-Millville 
Blackstone Lee Russell Buckland-Shelbume 
Brookfield Leicester Shelburne Central Berkshire 
Buckland Merrimac Shirley Dudley Charlton 
Cheshire Middleborough Spencer Frontier 
Chester Milbury Templeton Gill Montague 
Clarksburg Millville Uxbridge Mohawk Trail 
Cotrain Monroe Ware Narragansett 
Dalton Monson Warren Pioneer 
Deerfield Montague West Bridgewater Quabbin 
Dighton New Braintree West Brookfield Ralph C. Maliar 
Dudley Newbury port Whitman Spencer E. Brookfield 
East Brookfield North Attleborough Williamsburg Warren W. Brookfield 
Easthampton 
SMALL RURAL COMMUNITIES.KOC #6. 
Whitman Hanson 
Ashbumham Halifax Oakham Tolland 
Ashby Hancock Otis Townsend 
Becket Heath Pepperell Wales 
Berkley Holland Peru Warwick 
Blandford Hubbardston Petersham Washington 
Brimfield Huntington Philipston West Newbury 
Charlemont Lakeville Plainfield Worthington 
Charlton Lanesborough Rehoboth ...Regionals... 
Chesterfield Leyden Royalston Dighton Rehoboth 
Douglas Middlefield Rutland Gateway 
Florida Mt. Washington Savoy Hampshire 
Goshen Newbury Southampton Hawlemont 
Granville New Salem Sutton North Middlesex 
264 
RESORT/RETIREMENT/ARTISTIC KOC#7 
Alford Gay Head Oak Bluffs Upton 
Ashfield Gosnold Orleans Wellfleet 
Brewster Hadley Rockport West Stockbridge 
Chatham Hawley Rowe West Tisbury 
Chilmark Ipswich Sandisfield Whately 
Conway Leverett Sheffield Williamstown 
Cummington Monterey Shutesbury Windsor 
Dennis Nahant Stockbridge 
...Regionals... 
Eastham Nantucket Tisbury Nauset 
Edgartown New Ashford Truro Martha’s Vineyard 
Egremont New Marlborough Tyringham Mount Greylock 
Essex Southern Berkshire 
VOCATIONAL/TECHNICAL.KOC#8 
Assabet Valley 
Blackstone Valley 
Blue Hills 
Bristol County 
Bristol Plymouth 
Cape Cod 
Essex County 
Franklin County 
Greater Fall River 
Greater Lawrence 
Greater New Bedford 
Greater Lowell 
Minuteman 
Montachusett 
Nashoba Valley 
Norfolk County 
North Shore 
Northampton Smith 
Northeast Metro 
Northern Berkshire 
Old Colony 
Pathfinder 
Shawsheen Valley 
South Middlesex 
South Shore 
Southeastern 
South. Worcester 
Upper Cape Cod 
Tri County 
Whittier 
Worcester Trade 
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Massachusetts Association of School Superintendents 
MASS MEMBERSHIP ADDRESS LIST 
Peter R. Finn 
Executive Director 
M.A.S.S. 
132 Lincoln Street, Suite 6L 
Boston, MA 02111 
617-451-1151 617-451-1004 FAX 
Isa K. Zimmerman 
Superintendent 
Acton-Boxborough Regional 
16 Charter Road 
Acton, MA 01720 
508-264-4700 508-263-8409 FAX 
Bernard Fallon 
Superintendent 
Adams-Cheshire Regional 
125 Savoy Road 
Adams, MA 01220 
413-743-8401 413-743-4135 FAX 
Stephen J. Gerber 
Superintendent 
Amesbury Public Schools 
Ordway Bldg., 9 School Street 
Amesbury, MA 01913 
508-388-0507 508-388-2802 FAX 
Richard Neal 
Interim Superintendent 
Andover Public Schools 
36 Bartlett Street 
Andover, MA 01810 
508-470-3800 508-475-8493 FAX 
William Allen 
Superintendent 
Ashbumham-Westminster Regl. 
2 Narrows Road, Suite 101 
Westminster, MA 01473 
508-874-1501 508-874-7300 FAX 
John J. Aheme 
Superintendent 
Abington Public Schools 
Ralph Hamlin Lane 
Abington, MA 02351 
617-982-2150 617-982-2157 FAX 
Stephen B. Homser 
Superintendent 
Acushnet Public Schools 
130 Main Street 
Acushnet, MA 02743 
508-998-0260 508-998-0262 FAX 
Bernard Ryder 
Superintendent 
Agawam Public Schools 
1305 Springfield Street 
Feeding Hills, MA 01030 
413-789-1400 413-789-1835 FAX 
Gus A. Sayer 
Superintendent 
Amherst-Pelham Regl. School District 
Chestnut Street 
Amherst, MA 01002 
413-549-3690 413-549-6173 FAX 
Kathleen Donovan 
Superintendent 
Arlington Public Schools 
869 Massachusetts Avenue 
Arlington, MA 02174 
617-646-1000 617-641-5486 FAX 
Barry Ruthfield 
Superintendent 
Ashland Public Schools 
90 Concord Street 
Ashland, MA 01721 
508-881-0150 508-881-0157 FAX 
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MASS MEMBERSHIP ADDRESS LIST 
Eugene F. Carlo 
Acting Superintendent-Director 
Assabet Valley Regl. Voc. Tech. 
Fitchburg Street 
Marlborough, MA 01752 
508-481-6785 508-460-3472 FAX 
Joseph Rappa 
Superintendent 
Attleboro Public Schools 
Rathburn Willard Drive 
Attleboro, MA 02703 
508-222-0012 508-222-5637 FAX 
Anthony Roselli 
Superintendent 
Avon Public Schools 
Buckley Center, W. Main Street 
Avon, MA 02322 
508-588-0230 508-559-1081 FAX 
Albert D. Davidian 
Superintendent 
Barnstable Public Schools 
P.O. Box 955 
Hyannis, MA 02601 
508-790-6440 508-790-6454 FAX 
Robert Byard 
Superintendent 
Belchertown Public Schools 
Box 841, South Main Street 
Belchertown, MA 01007 
413-323-0423 413-323-0448 FAX 
Peter B. Holland 
Superintendent 
Belmont Public Schools 
644 Pleasant Street 
Belmont, MA 02178 
617-484-2642 617-489-5509 FAX 
Penelope Kleinhans 
Superintendent 
Athol-Royalston Regl. Sch. Dist. 
2175 Main Street 
Athol, MA 01331 
508-249-2400 508-249-2402 FAX 
Patricia E. Martin 
Superintendent 
Auburn Public Schools 
5 West Street 
Auburn, MA 01501 
508-832-7755 508-832-7757 FAX 
Richard Warren 
Superintendent 
Ayer Public Schools 
Washington Street 
Ayer, MA 01432 
508-772-8601 508-772-7444 FAX 
Joseph E. Buckley, Jr. 
Superintendent 
Bedford Public Schools 
Mudge Way 
Bedford, MA 01730 
617-275-7588 617-275-1332 FAX 
Malcolm L. Patterson 
Superintendent 
Bellingham Public Schools 
60 Harpin Street 
Bellingham, MA 02019 
508-883-1706 508-883-0180 FAX 
Robert James 
Superintendent 
Berkley & Gosnold Public Schools 
59 South Main Street 
Berkley, MA 02779 
508-822-5220 508-822-4603 FAX 
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MASS MEMBERSHIP ADDRESS LIST 
Linda Day 
Superintendent 
Berkshire Hills Regl. Sch. Dist. 
Main Street 
Stockbridge, MA 01262 
413-298-3711 413-298-3272 FAX 
Lawrence Chase 
Superintendent 
Beverly Public Schools 
4 Colon Street 
Beverly, MA 01915 
508-921-6100 508-927-9463 FAX 
Michael F. Fitzpatrick 
Superintendent 
Blackstone Valley Voc Tech School 
Pleasant Street 
Upton, MA 01568 
508-529-4593 508-839-4190 FAX 
Wilfred Savoie 
Supt. - Director 
Blue Hills Regl. Voc. Tech. School 
100 Randolph Street 
Canton, MA 02021 
617-828-5800 617-828-0794 FAX 
John O’Brien 
Superintendent 
Bourne Public Schools 
36 Sandwich Road 
Bourne, MA 02532 
508-759-0660 508-759-1107 FAX 
Joseph Connelly 
Superintendent 
Boxford-Topsfield Public Schools 
60 Main Street 
Topsfield, MA 01983 
508-887-1503 508-887-1504 FAX 
Donald E.J. Dupont 
Superintendent 
Berlin-Boylston Regl. Sch. Dist. 
Main Street 
Boylston, MA 01505 
508-869-2837 508-869-6717 FAX 
Robert J. Calabrese 
Superintendent 
Billerica Public Schools 
365 Boston Road 
Billerica, MA 01821 
508-436-9500 508-436-9595 FAX 
Aldo L. Cecchi 
Superintendent 
Blackstone-Millville Regional 
175 Lincoln Street 
Blackstone, MA 01505 
508-883-6633 508-883-9892 FAX 
Thomas Payzant 
Superintendent 
Boston Public Schools 
26 Court Street 
Boston, MA 02108 
617-635-9000 617-635-9059 FAX 
Richard A. Bergeron 
Superintendent 
Boxborough Public Schools 
493 Massachusetts Avenue 
Boxborough, MA 01719 
508-263-4569 
Peter A. Kurzberg 
Superintendent 
Braintree Public Schools 
482 Washington Street 
Braintree, MA 02184 
617-380-0130 617-380-0146 FAX 
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MASS MEMBERSHIP ADDRESS LIST 
Edward O’Donahue 
Superintendent 
Bridgewater-Raynham Regl. Schools 
687 Pleasant Street 
Raynham, MA 02767 
508-824-0333 508-824-2746 
John Avery 
Superintendent 
Bristol-Plymouth Regl. Voc. Tech. 
940 County Street 
Taunton, MA 02780 
508-823-5151 508-822-2687 FAX 
Janies Walsh 
Superintendent 
Brookline Public Schools 
333 Washington Street 
Brookline, MA 02146 
617-730-2401 617-730-2108 FAX 
Mary Lou McGrath 
Superintendent 
Cambridge Public Schools 
159 Thorndike Street 
Cambridge, MA 02141 
617-349-6494 617-349-6496 FAX 
Timothy Carroll 
Superintendent 
Cape Cod Regl. Voc. Techn. School 
351 Pleasant Lake Avenue 
Harwich, MA 02645 
508-432-4500 508-432-7916 FAX 
Martin T. Hanley, Jr. 
Superintendent 
Carver Public Schools 
P.O. Box 972 
Carver, MA 02330 
508-866-5200 508-866-2905 FAX 
James H. Santos 
Superintendent 
Bristol County Agric. School 
135 Center Street 
Dighton, MA 02715 
508-669-6744 508-669-6747 FAX 
Robert Jones 
Acting Superintendent 
Brockton Public Schools 
43 Crescent Street 
Brockton, MA 02401 
508-580-7511 508-580-7513 FAX 
Robert M. Neely 
Superintendent 
Burlington Public Schools 
123 Cambridge Street 
Burlington, MA 01803 
617-270-1801 617-270-1806 FAX 
Peter S. Capemaros 
Superintendent 
Canton Public Schools 
960 Washington Street 
Canton, MA 02021 
617-821-5060 
Davida Fox-Melanson 
Superintendent 
Carlisle Public Schools 
83 School Street 
Carlisle, MA 01741 
508-369-4102 
Harvey Horwitz 
Superintendent 
Central Berkshire Regl. 
20 Cleveland Road, P.O. Box 299 
Dalton, MA 01277 
413-684-0325 413-684-1520 FAX 
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Vida R. Gavin 
Superintendent 
Chatham Public Schools 
147 Depot Road 
Chatham, MA 02633 
508-945-5130 508-945-5133 FAX 
Douglas Sears 
Superintendent 
Chelsea Public Schools 
208 City Hall 
Chelsea, MA 02150 
617-889-8515 617-889-8361 FAX 
Richard Slaven 
Superintendent 
Clinton Public Schools 
100 Church Street 
Clinton, MA 01510 
508-365-4201 508-365-5037 FAX 
Thomas A. Scott 
Superintendent 
Concord-Carlisle Regl. Sch. Dist. 
120 Meriam Road 
Concord, MA 01742 
508-371-9400 508-371-9480 FAX 
Arthur Middleton 
Superintendent 
Dartmouth Public Schools 
8 Bush Street 
Dartmouth, MA 02748 
508-997-3391 508-991-4184 FAX 
Michael McCaffrey 
Superintendent 
Dennis-Yarmouth Regl. Sch. Dist. 
296 Station Avenue 
South Yarmouth, MA 02664 
508-398-7600 508-398-7622 FAX 
Richard H. Moser 
Superintendent 
Chelmsford Public Schools 
75 Graniteville Road 
North Chelmsford, MA 01863 
508-251-4981 508-251-8574 FAX 
Barbara A. Cove 
Superintendent 
Chicopee Public Schools 
180 Broadway 
Chicopee, MA 01020 
413-592-6111 413-598-8608 FAX 
Stephen Hart 
Superintendent 
Cohasset Public Schools 
143 Pond Street 
Cohasset, MA 02025 
617-383-6111 617-383-6507 FAX 
Richard P. Santeusanio 
Superintendent 
Danvers Public Schools 
64 Cabot Road 
Danvers, MA 01923 
508-777-4539 508-777-8931 FAX 
Thomas J. Curran 
Superintendent 
Dedham Public Schools 
30 Whiting Avenue 
Dedham, MA 02026 
617-326-5622 617-320-0193 FAX 
Richard Kisiel 
Superintendent 
Dighton-Rehoboth Regl. Sch. Dist. 
2700 Regional Road 
North Dighton, MA 02764 
508-252-5015 508-252-5024 FAX 
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Concetto Verge 
Superintendent 
Douglas Public Schools 
RD, Box 725, 21 Davis Street 
Douglas, MA 01516 
508-476-7026 508-476-7901 FAX 
Christos Daoulas 
Superintendent 
Dracut Public Schools 
2063 Lakeview Avenue 
Dracut, MA 01826 
508-957-2660 508-957-9705 FAX 
Eileen C. Williams 
Superintendent 
Duxbury Public Schools 
130 Saint George Street 
Duxbury, MA 02332 
617-934-7600 617-934-7644 FAX 
Michael Waring 
Superintendent 
East Longmeadow Public Schools 
180 Maple Street 
East Longmeadow, MA 01028 
413-525-5450 
William J. Simmons 
Superintendent 
Easton Public Schools 
P.O. Box 359, Lincoln Street 
No. Easton, MA 02356 
508-230-3200 508-238-3563 FAX 
Frederick C. Foresteire 
Superintendent 
Everett Public Schools 
121 Vine Street 
Everett, MA 02149 
617-389-7950 617-394-2408 FAX 
Robert E. Couture 
Superintendent 
Dover-Sherbom Regl. Sch. Dist. 
137 Farm Street 
Dover, MA 02030 
508-785-0036 508-785-2239 FAX 
Albert L. Thibaudeau 
Superintendent 
Dudley-Charlton Regl. Sch. Dist. 
68 Dudley-Oxford Road 
Dudley, MA 01571 
508-943-6888 508-987-1953 FAX 
Gordon W. Mitchell 
Superintendent 
East Bridgewater Public Schools 
11 Plymouth Street 
East Bridgewater, MA 02333 
508-378-8200 508-378-8225 FAX 
Katherine Kussy 
Superintendent 
Easthampton Public Schools 
130 Main Street 
Easthampton, MA 01027 
413-529-1500 413-529-1567 
Arm and La Selva 
Superintendent 
Essex Public Schools 
12 Story Street 
Essex, MA 01929 
508-768-7324 508-768-1192 FAX 
Bernard F. Roderick 
Superintendent 
Fairhaven Public Schools 
128 Washington Street 
Fairhaven, MA 02719 
508-979-4000 508-979-4149 FAX 
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James Gibney 
Superintendent 
Fall River Public Schools 
417 Rock Street 
Fall River, MA 02720 
508-675-8443 508-675-8462 FAX 
Garth Story 
Superintendent 
Farmington River Regl. 
Main Street 
Otis, MA 01253 
413-269-7105 413-269-7659 FAX 
Magdalene P. Giffune 
Superintendent 
Foxborough Public Schools 
Carpenter & South Streets 
Foxborough, MA 02035 
508-543-1600 508-543-4793 FAX 
Dorothy A. Swanbeck 
Superintendent 
Franklin Public Schools 
Oak Street 
Franklin, MA 02038 
508-528-5600 508-541-5253 FAX 
Dennis Flynn 
Acting Superintendent 
Freetown-Lakeville School District 
43 Bullock Road 
East Freetown, MA 02717 
508-763-5183 508-763-3270 FAX 
Michael V. Pregot 
Superintendent 
Gardner Public Schools 
130 Elm Street 
Gardner, MA 01440 
508-632-1000 508-632-1164 FAX 
Suzanne I. McGee 
Superintendent 
Falmouth Public Schools 
340 Teaticket Hwy. 
East Falmouth, MA 02536 
508-548-0151 508-457-9032 FAX 
Philip M. Fallon 
Superintendent 
Fitchburg Public Schools 
376 South Street 
Fitchburg, MA 01420 
508-345-6880 508-348-2305 FAX 
Eugene F. Thayer 
Superintendent 
Framingham Public Schools 
454 Water Street 
Framingham, MA 01701 
508-626-9117 508-626-9119 FAX 
Walter Welch 
Supt. - Director 
Franklin County Regl. Voc. Tech. 
Industrial Blvd. 
Turners Falls, MA 01376 
413-863-4239 413-863-4239 FAX 
John J. Welch 
Superintendent 
Frontier Regl. School Dist. 
219 Christian Lane Rfd 1 
South Deerfield, MA 01373 
413-665-1155 413-665-8506 FAX 
George A. Gustafson 
Superintendent 
Gateway Regl. School District 
Littleville Road 
Huntington, MA 01050 
413-667-8711 413-667-8739 FAX 
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Larry S. Borin 
Superintendent 
Georgetown Public Schools 
1 Library Street 
Georgetown, MA 01833 
508-352-5777 
Howard R. Goodrow 
Superintendent 
Gloucester Public Schools 
Blackburn Circle 
Gloucester, MA 01930 
508-281-9800 508-281-9899 FAX 
Francis L. Gougeon 
Superintendent 
Granby Public Schools 
Aldrich Hall, East State Street 
Granby, MA 01033 
413-467-7193 413-467-3909 FAX 
Marsha McDonough 
Supt. - Director 
Greater Lawrence Regl. Voc. Tech. 
57 River Road 
Andover, MA 01810 
508-686-0194 508-681-7783 FAX 
Jeffrey E. Riley 
Supt. - Director 
Greater New Bedford Voc. Tech. 
1121 Ashley Blvd. 
New Bedford, MA 02745 
508-998-3321 508-995-7268 FAX 
Mary Jennings 
Superintendent 
Groton-Dunstable Regl. Sch. Dist. 
P.O. Box 729 
Groton, MA 01450 
508-448-5505 508-448-9402 FAX 
Anthony Serio 
Superintendent 
Gill-Montague Regl. Sch. Dist. 
Crocker Avenue 
Turners Falls, MA 01376 
413-863-9324 413-863-4560 FAX 
Gail Rowe 
Superintendent 
Grafton Public Schools 
30 Providence Road 
Grafton, MA 01519 
508-839-5421 508-839-4602 FAX 
Joseph Martins 
Supt. - Director 
Greater Fall River Voc. School 
Stonehaven Road 
Fall River, MA 02723 
508-678-2891 508-679-6423 FAX 
William J. Collins 
Supt. - Director 
Greater Lowell Regl. Voc. Tech. 
Pawtucket Blvd. 
Tyngsboro, MA 01879 
508-454-5411 508-454-3453 FAX 
James Tiemy 
Superintendent 
Greenfield Public Schools 
141 Davis Street 
Greenfield, MA 01301 
413-772-1311 413-774-7940 FAX 
Anne Finck 
Superintendent 
Hadley Public Schools 
127 Russell Street 
Hadley, MA 01035 
413-586-0822 413-586-5661 FAX 
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Patricia A. Alger 
Superintendent 
Hamilton-Wenham Regl. Sch. Dist. 
775 Bay Road 
South Hamilton, MA 01982 
508-468-5310 508-468-7889 FAX 
William G. Erickson 
Superintendent 
Hampshire Regl. School District 
19 Stage Road 
Westhampton, MA 01027 
413-527-7200 413-529-9497 FAX 
Arthur Tate 
Superintendent 
Harvard Public Schools 
39 Massachusetts Avenue 
Harvard, MA 01451 
508-456-4140 508-456-8592 FAX 
William Contreras 
Superintendent 
Hatfield Public Schools 
34 School Street 
Hatfield, MA 01038 
247-5641 
Gary G. Baker 
Superintendent 
Hingham Public Schools 
14 Main Street 
Hingham, MA 02043 
617-741-1500 617-749-7457 FAX 
John S. Drinkwater 
Superintendent 
Holliston Public Schools 
Linden Street 
Holliston, MA 01746 
508-429-0654 
J. Brian Halloran 
Superintendent 
Hampden-Wilbraham School District 
621 Main Street 
Wilbraham, MA 01095 
413-596-3884 413-596-8907 FAX 
Kenneth R. Johnson 
Superintendent 
Hanover Public Schools 
848 Main Street 
Hanover, MA 02339 
617-878-0786 617-871-3374 FAX 
W. William Berglas 
Superintendent 
Harwich Public Schools 
Oak Street 
Harwich, MA 02645 
508-432-5946 508-430-7205 FAX 
Karen S. Angello 
Superintendent 
Haverhill Public Schools 
4 Summer Street 
Haverhill, MA 01830 
508-374-3400 508-373-1535 FAX 
John T. Spillane 
Superintendent 
Holbrook Public Schools 
227 Plymouth Street 
Holbrook, MA 02343 
617-767-1226 617-767-1312 FAX 
James R. McDonnell 
Superintendent 
Holyoke Public Schools 
57 Suffolk Street 
Holyoke, MA 01040 
413-534-2005 413-534-3730 FAX 
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Donald A. Hayes 
Superintendent 
Hopedale Public Schools 
25 Adin Street 
Hopedale, MA 01747 
508-634-2220 508-478-1471 FAX 
Sheldon Berman 
Superintendent 
Hudson Public Schools 
155 Apsley Street 
Hudson, MA 01749 
508-568-8535 508-568-8538 FAX 
Richard Thompson 
Superintendent 
Ipswich Public Schools 
1 Lord Square 
Ipswich, MA 01938 
508-356-2935 508-356-0445 FAX 
James F. Scully 
Superintendent 
Lawrence Public Schools 
255 Essex St., P.O. Box 1676 
Lawrence, MA 01842 
508-975-5905 508-975-5904 FAX 
Norman G. Limoges 
Superintendent 
Leicester Public Schools 
1078 Main Street 
Leicester, MA 01524 
508-892-7040 508-892-7043 FAX 
Carol Kelly 
Superintendent 
Leominster Public Schools 
24 Church Street 
Leominster, MA 01453 
508-534-7700 508-534-7900 FAX 
William B. Hosmer 
Superintendent 
Hopkinton Public Schools 
88 Hayden Rowe Street 
Hopkinton, MA 01748 
508-497-9800 508-435-5110 FAX 
John MacLean 
Superintendent 
Hull Public Schools 
81 Central Avenue 
Hull, MA 02045 
617-925-0771 617-925-0615 FAX 
Perry P. Davis 
Superintendent 
King Philip Regl. School Dist. 
201 Franklin Street 
Wrentham, MA 02093 
508-384-3144 508-384-3875 FAX 
Henry T. Zukowski 
Superintendent 
Lee-Tyringham Schools 
Crossway 
Lee, MA 01238 
413-243-0276 413-243-4995 FAX 
Roland M. Miller 
Superintendent 
Lenox Public Schools 
Town Hall, 6 Walker Street 
Lenox, MA 01240 
413-637-5550 413-637-5559 FAX 
Jeffrey M. Young 
Superintendent 
Lexington Public Schools 
1557 Massachusetts Avenue 
Lexington, MA 02172 
617-861-2550 617-863-5829 FAX 
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Mark K. McQuillan 
Superintendent 
Lincoln Public Schools 
Ballfield Road 
Lincoln, MA 01773 
617-259-9400 617-259-9246 FAX 
Vincent J. Franco 
Superintendent 
Littleton Public Schools 
Shattuck Street 
Littleton, MA 01460 
508-486-8951 508-486-9581 FAX 
i 
George N. Tsapatsaris 
Superintendent 
Lowell Public Schools 
89 Appleton Street 
Lowell, MA 01852 
508-937-7647 508-441-3761 FAX 
Richard M. Carlson 
Superintendent 
Lunenburg Public Schools 
1033 Massachusetts Avenue 
Lunenburg, MA 01462 
508-582-4100 508-582-4103 FAX 
Richard Palermo 
Superintendent 
Lynnfield Public Schools 
505 Main Street 
Lynnfield, MA 01940 
617-334-5800 617-334-5826 FAX 
Paul F. Lengieza 
Superintendent 
Manchester Public Schools 
Lincoln Ave., P.O. Box 1407 
Manchester, MA 01944 
508-526-4919 508-526-7585 FAX 
Matthew King 
Superintendent 
Lincoln-Sudbury Regl. Sch. District 
390 Lincoln Street 
Sudbury, MA 01776 
508-443-9961 508-443-8824 FAX 
Thomas P. McGarry 
Superintendent 
Longmeadow Public Schools 
811 Longmeadow Street 
Longmeadow, MA 01106 
413-567-3351 413-567-3922 FAX 
William G. Compton 
Superintendent 
Ludlow Public Schools 
63 Chestnut Street 
Ludlow, MA 01056 
413-583-8372 413-583-5666 FAX 
James T. Leonard 
Superintendent 
Lynn Public Schools 
42 Franklin Street 
Lynn, MA 01902 
617-598-2527 617-599-9462 FAX 
George E. Holland 
Superintendent 
Malden Public Schools 
77 Salem Street 
Malden, MA 02148 
617-397-7204 617-397-7224 FAX 
Donald J. Nicoletti 
Superintendent 
Mansfield Public Schools 
2 Park Road 
Mansfield, MA 02048 
508-261-7500 508-261-7509 FAX 
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Philip Devaux 
Superintendent 
Marblehead Public Schools 
2 Humphrey Street 
Marblehead, MA 01945 
617-639-3141 617-639-3149 FAX 
Sylvester G. Ingeme 
Superintendent 
Marshfield Public Schools 
76 South River Street 
Marshfield, MA 02050 
617-834-5000 617-834-5070 FAX 
Kathleen Lynch 
Superintendent 
Masconomet Regl. School Dist. 
RFD 
Topsfield, MA 01983 
508-887-2323 508-887-3573 FAX 
Donald G. Kennedy 
Superintendent 
Maynard Public Schools 
12 Bancroft Street 
Maynard, MA 01754 
508-897-8251 508-897-4610 FAX 
Roy Belson 
Superintendent 
Medford Public Schools 
489 Winthrop Street 
Medford, MA 02155 
617-393-2268 617-393-2366 FAX 
Richard Incerto 
Superintendent 
Melrose Public Schools 
235 West Foster Street 
Melrose, MA 02176 
617-662-2000 617-662-1760 FAX 
Louis Sardella 
Superintendent 
Marlborough Public Schools 
255 Main Street 
Marlborough, MA 01752 
508-460-3500 508-485-1142 FAX 
Kriner Cash 
Superintendent 
Martha’s Vineyard Reg. Sch. Dist. 
RR2, Box 261 
Vineyard Haven, MA 02568 
508-693-2007 508-693-3190 FAX 
Lincoln A. DeMoura 
Superintendent 
Mashpee Public Schools 
16 Great Neck Road North 
Mashpee, MA 02649 
508-539-1500 508-477-5805 FAX 
Christopher Martes 
Superintendent 
Medfield Public Schools 
7 Dale Street 
Medfield, MA 02052 
508-359-2302 508-359-9829 FAX 
Arthur L. Bettencourt 
Superintendent 
Medway Public Schools 
45 Holliston Street 
Medway, MA 02053 
508-533-8151 508-533-3226 FAX 
David A. Crisafulli 
Superintendent 
Mendon-Upton Regl. Sch. Dist. 
P.O. Box 176 
Upton, MA 01568 
508-529-7729 508-529-5401 FAX 
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Charles Littlefield 
Superintendent 
Methuen Public Schools 
160 Merrimack Street 
Methuen, MA 01844 
508-681-1317 508-686-9549 FAX 
Thomas Cullen 
Superintendent 
Milford Public Schools 
31 West Fountain Street 
Milford, MA 01757 
508-478-1102 508-478-1459 FAX 
Caroline White 
Superintendent 
Millis Public Schools 
245 Plain Street 
Millis, MA 02054 
508-376-7000 508-376-7020 FAX 
Ronald Fitzgerald 
Supt. - Director 
Minute Man Regl. Voc. Tech. Sch. 
758 Marrett Road 
Lexington, MA 02173 
617-861-6500 617-863-1747 FAX 
V. Vincent Carbone 
Superintendent 
Monson Public Schools 
P.O. Box 159 
Monson, MA 01057 
413-267-4150 413-267-4152 FAX 
Mark M. Piechota 
Superintendent 
Mount Greylock Regl. Sch. Dist. 
1781 Cold Spring Road 
Williamstown, MA 01267 
413-458-9582 413-458-2856 FAX 
Michael S. Ippolito 
Superintendent 
Middleborough Public Schools 
Town Hall, Nickerson Avenue 
Middleborough, MA 02346 
508-946-2000 508-946-2107 FAX 
David E. Roach 
Superintendent 
Millbury Public Schools 
12 Martin Street 
Millbury, MA 01527 
508-865-9501 508-865-0888 FAX 
Mary Grassa O’Neill 
Superintendent 
Milton Public Schools 
391 Brook Road 
Milton, MA 02186 
617-696-4808 617-696-5099 FAX 
Albert Cormier 
Superintendent 
Mohawk Trail Regl. Sch. Dist. 
24 Ashfield Road 
Shelburne Falls, MA 01370 
413-625-9811 413-625-6652 FAX 
Stratos G. Dukakis 
Supt. - Director 
Montachusett Regl. Voc. Tech. Sch. 
1050 Westminster Street 
Fitchburg, MA 01420 
508-345-9200 508-348-1176 FAX 
Frank Herlihy 
Superintendent 
Nahant Public Schools 
Castle Road 
Nahant, MA 01908 
617-581-1600 
279 
MASS MEMBERSHIP ADDRESS LIST 
Alan B. Myers 
Superintendent 
Nantucket Public Schools 
10 Surfside Road 
Nantucket, MA 02554 
508-228-7285 508-325-5318 FAX 
Roland C. Miller 
Superintendent 
Nashoba Regl. School District 
626 Main Street 
Bolton, MA 01740 
508-779-0539 508-779-6812 FAX 
Joseph Keefe 
Superintendent 
Natick Public Schools 
13 East Central Street 
Natick MA 01760 
508-651-7100 508-651-7119 FAX 
Patricia Ruane 
Superintendent 
Needham Public Schools 
1330 Highland Avenue 
Needham, MA 02192 
617-455-0435 617-455-0417 FAX 
Paul Dulac 
Superintendent 
Newburyport Public Schools 
70 Low Street 
Newburyport, MA 01950 
508-465-4456 508-462-3495 FAX 
John Cullinan 
Superintendent 
North Berkshire School Union #43 
111 River Road 
Clarksburg, MA 01247 
413-664-9292 413-664-9942 FAX 
William M. Turner 
Superintendent 
Narranganset Regl. School Dist. 
Main Street 
Otter River, MA 01436 
508-939-5661 508-939-5179 FAX 
Frederick Green 
Supt. - Director 
Nashoba Valley Regl. Voc. Tech. 
100 Littleton Road 
Westford, MA 01886 
508-692-4711 508-392-0570 FAX 
Michael B. Gradone 
Superintendent 
Nauset Regl. School District 
78 Eldredge Parkway, R.R.#2 
Orleans, MA 02653 
508-255-8800 508-240-2351 FAX 
Constantine Nanopoulos 
Superintendent 
New Bedford Public Schools 
455 County Street 
New Bedford, MA 02742 
508-997-4511 508-992-0983 FAX 
Irwin Blumer 
Superintendent 
Newton Public Schools 
100 Walnut Street 
Newton, MA 02160 
617-552-7591 617-552-7013 FAX 
Lorraine S. Young 
Superintendent 
Norfolk Public Schools 
70 Boardman Street 
Norfolk, MA 02056 
508-528-1225 508-528-3739 FAX 
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Robert W. Maroni 
Superintendent 
North Adams Public Schools 
191 East Main Street 
North Adams, MA 01247 
413-662-3225 413-662-3212 FAX 
Allen G. Brown 
Superintendent 
North Attleboro Public Schools 
570 Landry Avenue 
North Attleboro, MA 02760 
508-643-2100 508-643-2110 FAX 
James W. McCormick 
Superintendent 
North Middlesex Regl. Sch. District 
23 Main Street 
Townsend, MA 01469 
508-597-8316 508-597-6534 FAX 
Jean Perron 
Supt. - Director 
North Shore Regl. Voc. Tech. Sch. 
30 Logbridge Road, P.O. Box 806 
Middleton, MA 01949 
508-762-0001 508-762-4589 FAX 
Dennis M. DiSalvo 
Superintendent 
Northborough-Southborough Schools 
Bartlett Street 
Northborough, MA 01532 
508-351-7000 508-351-7049 FAX 
Thomas F. Markham, Jr. 
Supt. - Director 
Northeast Met. Reg. Voc. Tech. 
Hemlock Road 
Wakefield, MA 01880 
617-246-0810 617-246-4919 FAX 
George I. Blaisdell 
Superintendent 
North Andover Public Schools 
675 Chickering Road 
North Andover, MA 01845 
508-794-1503 508-794-0231 FAX 
Allen Hodgdon 
Superintendent 
North Brookfield Public Schools 
New School Drive 
North Brookfield, MA 01535 
508-867-9821 
David Troughton 
Superintendent 
North Reading Public Schools 
Sherman Road 
North Reading, MA 01864 
508-664-7810 508-664-0252 FAX 
Bruce Willard 
Superintendent 
Northampton Public Schools 
212 Main Street 
Northampton, MA 01060 
413-586-6970 413-586-3726 FAX 
Henry O’Donnell 
Superintendent 
Northbridge Public Schools 
87 Linwood Avenue 
Whitinsville, MA 01588 
508-234-8156 508-234-8469 FAX 
James Brosnan 
Supt. - Director 
Northern Berkshire Voc. Tech. 
Hodges Cross Road 
North Adams, MA 01247 
413-663-5385 413-664-9424 FAX 
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Maurice J. Splaine, Jr. 
Superintendent 
Norton Public Schools 
64 West Main Street., P.O. Box 10a 
Norton, MA 02766 
508-285-4740 508-285-0190 FAX 
Janies J. Nolan 
Superintendent 
Norwood Public Schools 
100 Westover Pkwy. 
Norwood, MA 02062 
617-762-6804 617-769-0936 FAX 
Joan M. Walsh 
Superintendent 
Old Rochester Regl. Sch. Dist. 
135 Marion Road 
Mattapoisett, MA 02739 
508-758-2772 508-758-2802 FAX 
Francis G. Driscoll 
Superintendent 
Oxford Public Schools 
5 Sigourney Street 
Oxford, MA 01540 
508-987-6050 508-987-6054 FAX 
Gerald L. Paist 
Supt- Director 
Pathfinder Regl. Voc. Tech. Sch. 
239 Sykes Street 
Palmer, MA 01069 
413-283-9701 413-284-0032 FAX 
Michael McLaughlin 
Superintendent 
Pentucket Regl. School Dist. 
22 Main Street 
West Newbury, MA 01985 
508-363-2280 508-363-2720 FAX 
Donald Beaudette 
Superintendent 
Norwell Public Schools 
322 Main Street 
Norwell, MA 02061 
617-659-8800 617-659-8805 FAX 
David J. Ferreira 
Superintendent 
Old Colony Regl. Voc. Tech. School 
476 North Avenue 
Rochester, MA 02770 
508-763-8011 508-763-9821 FAX 
Helen Vivian 
Superintendent 
Orange Public Schools 
4 West Main Street 
Orange, MA 01364 
508-544-6763 508-544-3450 FAX 
Warren J. Pelton 
Superintendent 
Palmer Public Schools 
24 Converse Street 
Palmer, MA 01069 
413-283-2650 413-283-2655 FAX 
James J. Buckley 
Superintendent 
Peabody Public Schools 
70 Endicott Street 
Peabody, MA 01960 
508-531-1600 508-531-8906 FAX 
Kevin Courtney 
Superintendent 
Pioneer Valley Regl. Sch. Dist. 
Route 10 
Northfield, MA 01360 
413-498-2911 413-498-5928 FAX 
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John Kreiger 
Superintendent 
Pittsfield Public Schools 
269 First Street 
Pittsfield, MA 01201 
413-499-9512 413-448-2643 FAX 
Bernard Sidman 
Superintendent 
Plymouth Public Schools 
253 South Meadow Road 
Plymouth, MA 02360 
508-830-4300 508-746-1873 FAX 
Maureen Marshall 
Superintendent 
Quabbin Regl. School District 
West Street 
Barre, MA 01005 
508-355-4668 508-355-6756 FAX 
Eugene W. Creedon 
Superintendent 
Quincy Public Schools 
70 Coddington Street 
Quincy, MA 02169 
617-984-8700 617-984-8600 FAX 
Arthur J. Melia 
Superintendent 
Randolph Public Schools 
40 Highland Avenue 
Randolph, MA 02368 
617-961-6206 617-986-1812 FAX 
Wayne LaGue 
Superintendent 
Revere Public Schools 
101 School Street 
Revere, MA 02151 
617-286-8226 617-286-8221 FAX 
Michael Malone 
Superintendent 
Plainville Public Schools 
68 Messenger Street 
Plainville, MA 02762 
508-695-7750 508-699-5824 FAX 
Vincent D. Yuskiewicz 
Superintendent 
Provincetown-Truro Public Schools 
Winslow Street 
Provincetown, MA 02657 
508-487-0560 508-487-9416 FAX 
William Haggerty 
Superintendent 
Quaboag Regl. School District 
River Street 
Warren, MA 01083 
413-436-5991 413-436-9738 FAX 
Eileen Perkins 
Superintendent 
Ralph C. Mahar Regl. Sch. Dist. 
P.O. Box 680, South Main Street 
Orange, MA 01364 
508-544-2920 
Harry K. Harutunian 
Superintendent 
Reading Public Schools 
82 Oakland Rd., P.O. Box 180 
Reading, MA 01867 
617-944-5800 617-942-9149 FAX 
Ronald P. Gerhart 
Superintendent 
Rockland Public Schools 
34 Goddard Avenue 
Rockland, MA 02370 
617-878-3893 617-982-1483 FAX 
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Rockport Public Schools 
Jerden’s Lane 
Rockport, MA 01966 
508-546-1200 508-546-1205 FAX 
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Sandwich Public Schools 
16 Dewey Avenue 
Sandwich, MA 02563 
508-888-1054 
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Scituate Public Schools 
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Sharon Public Schools 
1 School Street 
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Shirley Public Schools 
Lura A. White Sch., School St. 
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508-425-2632 508-425-0919 FAX 
Paul Squarcia 
Superintendent 
Silver Lake Regl. School District 
130 Pembroke Street 
Kingston, MA 02364 
617-585-4313 617-585-2994 FAX 
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Salem Public Schools 
29 Highland Avenue 
Salem, MA 01970 
508-740-1212 508-740-1152 FAX 
William P. Doyle 
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Saugus Public Schools 
25 Main Street 
Saugus, MA 01906 
617-231-5000 617-231-2448 FAX 
Raleigh C. Buchanan 
Superintendent 
Seekonk Public Schools 
School Street 
Seekonk, MA 02771 
508-336-7711 508-336-2264 FAX 
Charles Lyons 
Supt. - Director 
Shawsheen Valley Regl. Voc. Tech. 
100 Cook Street 
Billerica, MA 01821 
508-667-2111 508-663-6272 FAX 
Anthony Bent 
Superintendent 
Shrewsbury Public Schools 
100 Maple Street 
Shrewsbury, MA 01545 
508-845-5721 508-841-4899 FAX 
Raymond Cooke 
Superintendent 
Smith Vocational School District 
80 Locust Street 
Northampton, MA 01060 
413-586-6970 
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Somerset Public Schools 
580 Whetstone Hill Road 
Somerset, MA 02726 
508-674-3508 508-674-3500 FAX 
Cynthia Seidel 
Superintendent 
South Hadley Public Schools 
116 Main Street 
South Hadley, MA 01075 
413-538-5057 413-538-7565 FAX 
James J. Hager 
Supt. - Director 
South Shore Regl. Voc. Techn. Sch. 
Webster Street 
Hanover, MA 02339 
- 617-878-8822 617-982-0281 FAX 
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Supt. - Director 
Southeastern Regl. Voc. Techn. Sch. 
250 Foundry Street 
South Easton, MA 02375 
508-238-4374 508-238-5065 FAX 
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Southern Worcester Voc. Tech. 
Muggett Hill Road 
Charlton, MA 01507 
508-248-5971 
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Superintendent 
Spencer-East Brookfield Regl. 
302 Main Street 
Spencer, MA 01562 
508-885-8500 508-885-7061 FAX 
Albert F. Argenziano 
Superintendent 
Somerville Public Schools 
93 School Street 
Somerville, MA 02143 
617-625-6600 617-625-0953 FAX 
Paul Bento 
Supt. - Director 
South Middlesex Regl. Voc. Tech. 
750 Winter Street 
Framingham, MA 01701 
508-879-5400 508-879-1059 FAX 
JoAnn D. Austin 
Superintendent 
Southbridge Public Schools 
P.O. Box 665 
Southbridge, MA 01550 
508-764-5414 
Thomas Consolati 
Superintendent 
Southern Berkshire Regl. Schs. 
Box 339 
Sheffield, MA 01257 
413-229-8778 413-229-2913 FAX 
Gerald R. Fortier 
Superintendent 
Southwick-Tolland R.S.D. 
86 Powder Mill Road 
Southwick, MA 01077 
413-569-5391 413-569-1708 FAX 
Peter Negroni 
Superintendent 
Springfield Public Schools 
195 State Street 
Springfield, MA 01102 
413-787-7087 413-787-7171 FAX 
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320 Brookfield Road 
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Triton Regl. School District 
112 Elm Street 
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508-465-2397 508-465-8599 FAX 
Anthony L. Samo, Jr. 
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Stoughton Public Schools 
232 Pearl Street 
Stoughton, MA 02072 
617-344-4000 617-344-3789 FAX 
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Superintendent 
Sutton Public Schools 
Boston Road 
Sutton, MA 01590 
508-865-9270 508-865-3628 FAX 
Harold G. Devine, Jr. 
Superintendent 
Swansea Public Schools 
1 Gardner’s Neck Road 
Swansea, MA 02777 
508-675-1195 508-672-1040 FAX 
Gerald A. Croteau 
Superintendent 
Taunton Public Schools 
50 Williams Street 
Taunton, MA 02780 
508-821-1100 508-880-7174 FAX 
John M. Jones 
Supt. - Director 
Tri-County Regl. Voc. Tech. Sch. 
147 Pond Street 
Franklin, MA 02038 
508-528-5400 508-528-3698 FAX 
David Hawkins 
Superintendent 
Tyngsboro Public Schools 
50 Norris Road 
Tyngsboro, MA 01879 
508-649-7488 
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Union 28 School District 
Old Ervingside School-Pleasant St. 
Millers Falls, MA 01349 
413-659-3337 
David P. Sampson 
Supt. - Director 
Upper Cape Cod Regl. Voc. Tech. 
220 Sandwich Road 
Bourne, MA 02532 
508-759-7711 508-759-7208 FAX 
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Wachusett Regl. School District 
1128 Main Street 
Holden, MA 01520 
508-829-6631 508-829-9774 FAX 
Thomas M. Cibotti 
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Walpole Public Schools 
School Street 
Walpole, MA 02081 
508-660-7200 508-668-1167 FAX 
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Superintendent 
Ware Public Schools 
P.O. Box 240 
Ware, MA 01082 
413-967-4271 413-967-9580 FAX 
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Watertown Public Schools 
30 Common Street 
Watertown, MA 02172 
617-926-7700 617-926-9759 FAX 
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Union 69 Regl. Sch. Dist. 
188 Summer Street 
Lanesborough, MA 01237 
413-442-2229 
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Uxbridge Public Schools 
62 Capron Street 
Uxbridge, MA 01569 
508-278-8648 508-278-8612 FAX 
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Wakefield Public Schools 
525 Main Street 
Wakefield, MA 01880 
617-246-6400 617-245-9164 FAX 
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Waltham Public Schools 
617 Lexington Street 
Waltham, MA 02254 
617-893-8050 617-647-9316 FAX 
David O. MacKinnon 
Superintendent 
Wareham Public Schools 
54 Marion Road 
Wareham, MA 02571 
508-291-3503 508-291-3124 
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Superintendent 
Wayland Public Schools 
41 Cochituate Rd., P.O. Box 408 
Wayland, MA 01778 
508-358-7728 508-358-7708 FAX 
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Webster Public Schools 
Main Street, Box 430 
Webster, MA 01570 
508-943-0104 508-949-2364 FAX 
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West Boylston Public Schools 
Crescent Street 
West Boylston, MA 01583 
508-835-2917 508-835-8992 FAX 
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West Springfield Public Schools 
26 Central Street 
West Springfield, MA 01089 
413-263-3300 413-739-8748 FAX 
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Westfield Public Schools 
22 Ashley Street 
Westfield, MA 01085 
413-572-6403 413-572-6518 FAX 
Meredith Jones 
Superintendent 
Weston Public Schools 
89 Wellesley Street 
Weston, MA 02193 
617-899-0620 617-891-4922 FAX 
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Superintendent 
Westwood Public Schools 
660 High Street 
Westwood, MA 02090 
617-326-7500 617-326-8154 FAX 
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Superintendent 
Wellesley Public Schools 
40 Kingsbury Street 
Wellesley, MA 02181 
617-446-6226 617-446-6207 FAX 
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Superintendent 
West Bridgewater Public Schools 
Spring Street 
West Bridgewater, MA 02379 
508-586-5094 508-586-5097 FAX 
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Superintendent 
Westborough Public Schools 
45 Main Street, Suite 301 
Westborough, MA 01581 
508-836-7700 508-836-7704 FAX 
John A. Crisafulli 
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Westford Public Schools 
35 Town Farm Road 
Westford, MA 01886 
508-692-5560 508-692-4842 FAX 
Margot Desjardins 
Superintendent 
Westport Community Schools 
17 Main Road 
Westport, MA 02790 
508-636-1137 508-636-1146 FAX 
Robert West 
Superintendent 
Weymouth Public Schools 
111 Middle Street 
Weymouth, MA 02189 
617-335-1460 617-335-8777 FAX 
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Whitman-Hanson Regl. Sch. Dist. 
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Williamstown Public Schools 
96 School Street 
Williamstown, MA 01267 
413-458-5707 413-458-3287 FAX 
David Sandmann 
Acting Superintendent 
Winchendon Public Schools 
One Summer Drive 
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508-297-0031 508-297-5250 FAX 
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Superintendent 
Winthrop Public Schools 
45 Pauline Street 
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Superintendent 
Worcester Public Schools 
10 Irving Street 
Worcester, MA 01609 
508-799-3115 508-799-3666 FAX 
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Wrentham Public Schools 
Taunton Street 
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Whittier Regl. Voc. Tech. School 
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Wilmington Public Schools 
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Locust Street 
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Worcester Voc. School Dept. 
26 Salisbury Street 
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508-799-1941 508-799-1962 FAX 
Willard Chiasson 
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Petersham Public Schools 
Center School, P.O. Box 148 
Petersham, MA 01366 
508-724-3363 508-724-6687 
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Dear: 
Superintendents in Massachusetts are facing the demand for continuing to provide 
traditional leadership, while at the same time forging ahead in directions appropriate to 
changes mandated by educational reform. Although there are associations, programs, 
and publications about the school superintendency available from a variety of sources, 
there exists no recent, comprehensive study of the Massachusetts superintendency. On 
a national basis, the American Association of School Administrators has conducted 
seminal studies of the superintendency and factors that affect school administration and 
administrative effectiveness. There is a need to gather information pertaining to the 
Massachusetts school superintendency, to survey and present information about the 
current and changing nature of the superintendency in Massachusetts. 
I am currently engaged in doctoral research at the University of Massachusetts at 
Amherst. The purpose of the research is to examine how today’s superintendent in 
Massachusetts faces demands to continue to provide traditional leadership and yet to 
forge ahead in directions that are appropriate to the changes in educational climate and 
focus in the 1900s and beyond. The broad topics included in my research are personal 
characteristics, professional preparation and training, professional experiences, 
management issues, role expectations, the problems and rewards faced by 
Massachusetts superintendents. 
A 45-item quantitative survey questionnaire, modeled on the questionnaire used by the 
AASA for its 1992 study of the superintendency, has been designed. You are one of the 
superintendents in Massachusetts asked to complete the questionnaire, which will take 
approximately one-half hour, and then to mail the completed survey questionnaire to 
me. For purposes of confidentiality, your name will not be used in any written or oral 
reports. 
I will be placing a synopsis of the study on E-Mail. For further information about this 
study, contact me at 141 Brookside Avenue, Brockton, MA 02301. 
Thank you for your interest and cooperation regarding my study. It is requested that the 
survey questionnaire be completed and returned by mail by June 4. 
Sincerely, 
Lori J. Pinkham 
Enclosure 
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Dear: 
The Massachusetts superintendency includes school chiefs from towns and cities in the 
Commonwealth. Although there are associations, programs, and publications about the 
school superintendency available from a variety of sources, there exists no recent, 
comprehensive study of the Massachusetts superintendency. On a national basis, the 
American Association of the School Superintendents has conducted seminal studies of 
the superintendency and factors that affect school administration and administrative 
effectiveness. There is a need to gather information pertaining to the Massachusetts 
school superintendency, to survey and present information about the current and 
changing nature of the superintendency. 
I am currently engaged in doctoral research at the University of Massachusetts at 
Amherst. The purpose of the research is to examine how today’s superintendent in 
Massachusetts faces demands to continue to provide traditional leadership and yet to 
forge ahead in directions that are appropriate to the changes in educational climate and 
focus in the 1900s and beyond. The broad topics included in my qualitative research are 
personal characteristics, professional preparation and training, current role, school 
reform legislation, current issues of concern, role changes, and future issues of concern 
to Massachusetts superintendents. 
I would appreciate the opportunity to interview you and seven other Massachusetts 
superintendents. You have been selected to be interviewed based upon your school 
district’s identification under the "Kinds of Community" classifications used by the 
Department of Education. The interview will take approximately 40 minutes and will 
be taped in order for me to properly transcribe and group data generated from your 
interview. For purposes of confidentiality, your name will not be used in any written or 
oral reports. 
I will be calling you next week in order to discuss your participating in my qualitative 
study and to set up an interview date, time, and place. Thank you for your consideration 
and cooperation. 
Sincerely, 
Lori J. Pinkham 
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Dear Superintendent: 
This is a reminder for you to kindly complete and return the 
survey questionnaire that was mailed out at the end of April 
pertaining to my Study of the Massachusetts Superintendencv. Your 
participation will ensure that comprehensive, representative 
information about the Massachusetts superintendency is gathered. 
Thank you for your time and attention. 
Sincerely, 
Lori J. Pinkham 
APPENDIX I 
CONSENT FOR VOLUNTARY PARTICIPATION FORM 
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CONSENT FOR VOLUNTARY PARTICIPATION 
I volunteer to participate in this qualitative study and understand that: 
1. I will be interviewed by Lori J. Pinkham using a guided interview format, 
to be mailed to me for my review prior to the actual interview. 
2. The questions I will be answering address my views on issues related 
to the Massachusetts superintendency. I understand that the primary 
purpose of this research is to identify roles, hopes and expectations, 
and concerns of Massachusetts superintendents. 
3. The interview will be tape recorded to facilitate analysis of the 
quantitative data. 
4. My name will not be used, nor will I be identified personally in any way 
or at any time. I understand that it will be necessary to identify 
participants in the dissertation by one of eight "Kind of Community" 
designations as used by the Massachusetts Department of Education. 
5. I may withdraw from part or all of this study at any time. 
6. I have the right to review material prior to the final oral exam or other 
publications. 
7. I understand that results from this survey will be included in 
Lori J. Pinkham’s doctoral dissertation and may also be included in 
manuscripts submitted to professional journals for publication. 
8. Iam free to participate or not to participate without prejudice. 
9. Because of the small number of participants, eight, I understand that 
there is some risk that I may be identified as a participant of this study. 
Researcher’s Signature 
Date 
Participant’s Signature 
Date 
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Item 33: 
Appendix J Superintendents’ Choices 
About Being a Superintendent 
choice % response 
yes 80.6% 
no 19.4% 
Item 35 Individuals/Groups That May Be Sources of 
Information for the Superintendent 
individual/group 
very 
great 
weight 
considerable 
weight 
some 
weight 
little 
weight 
no 
weight 
don’t 
know 
fellow superintendents 40.0% 38.8% 18.8% 1.3% 
central office staff 
1.3% 
41.9% 45.0% 7.5% .6% 
parents as information 
.6% 
sources 
4.4% 44.4% 43.1% 4.4% 
state office staff 3.8% 22.5% 46.3% 25.0% .6% 
community groups 2.5% 31.9% 49.4% 11.3% 1.3% .6% 
prof, organizations 10.6% 21.3% 43.1% 18.8% 3.1% 
power structure in 
community 
7.5% 29.4% 40.6% 15.0% 5.0% 
teachers 16.9% 58.1% 21.3% 
school board 32.5% 48.1% 14.4% 2.5% .6% 
consultants 5.0% 28.1% 43.7% 14.4% 5.0% .6% 
p 
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For item 33, superintendents were asked to indicate whether, at this point in their 
careers, they would still choose to be a superintendent. Slightly over eighty percent 
(80.6%) responded "Yes", out of one hundred fifty-five subjects total. Of the remaining 
percent (19.4%), the following were reported. Two and a half percent (2.5%) indicated 
they would choose a position outside of education; under one percent (.6%) would 
choose to be a classroom teacher. Slightly over one percent (1.3%) would choose a 
position as a guidance counselor. Seven and a half percent (7.5%) would choose a 
position as a college professor. Slightly under two percent (1.9%) would choose a 
position as a business manager. Under one percent (.6%) would choose a position as a 
state agency employee. Slightly over one percent (1.3%) would choose a position in the 
two categories of a collaborative administrator and principal. Slightly under nine 
percent (8.8%) would choose a position outside of education. The respondents 
comprising this nineteen percent (19%) numbered thirty-five. 
Item 35 delineated ten individuals/groups that may be sources of information for 
superintendents. Subjects were asked to identify which point on a six point scale would 
indicate how much weight the superintendent put upon the particular information 
source. 
In item 35 (a), superintendents indicated an almost equal estimation of the 
weight that fellow superintendents carry as sources of information - forty percent (40%) 
as very great weight and slightly under thirty-nine percent (38.8%) as considerable 
weight. Slightly under nineteen percent (18.8%) gave the rating of some weight. 
Slightly more than one percent (1.3%) gave the rating of little weight. 
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In item 35(b), superintendents gave central office staff, at almost forty-two 
percent (41.9%) very great weight and gave considerable weight at forty-five percent 
(45%). Slightly under eight percent (7.5%) gave the rating of some weight. Slightly 
under one percent (.6%) gave the rating of little weight. Slightly over one percent 
(1.3%) gave the rating of don’t know. 
Item 35(c) indicated the superintendents weighted the influence of parents as 
information sources. This was about equally distributed between considerable weight, 
at slightly under forty-five percent (44.4%), and some weight at slightly over forty-three 
percent (43.1%). Slightly under five percent (4.5%) gave the rating of little weight, and 
slightly under one percent (.6%) gave the rating of don’t know. 
For item 35(d), superintendents indicated that some weight, slightly over forty- 
six percent (46.3%), be given to information provided by state office staff. Under four 
percent (3.8%) indicated very great weight here. Slightly over twenty-two percent 
(22.5%) indicated considerable weight. Twenty-five percent (25%) indicated little 
weight, and under one percent (.6%) indicated don’t know. 
In item 35(e), respondents gave some weight, forty-nine percent (49%), to 
community groups as sources of information. Two and a half percent (2.5%) gave very 
great weight to this category. Slightly over thirty percent (31.9%) gave considerable 
weight. Slightly over eleven percent (11.3%) gave little weight. Slightly over one 
percent (1.3%) gave no weight, and under one percent (.6%) indicated don’t know. 
In item 35(f), professional organizations were given some weight at slightly over 
forty-three percent (43.1%). Slightly over ten percent (10.6%) gave very great weight, 
and slightly over twenty-one percent (21.3%) gave considerable weight. Slightly over 
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eighteen percent (18.8%) gave little weight, and slightly over three percent (3.1%) gave 
no weight. 
In item 35(g), the power structure in the community was rated at some weight, 
with slightly under forty-one percent (40.6%). Seven and a half percent (7.5%) gave 
very great weight. Slightly over twenty-nine percent (29.4%) gave considerable weight. 
Fifteen percent (15%) gave little weight, and five percent (5%) gave no weight. 
For item 35(h), teachers were given considerable weight by slightly over fifty- 
eight percent (58.1%). Slightly under seventeen percent (16.9%) gave very great weight 
to this category, and slightly over twenty-one percent (21.3%) gave some weight. 
In item 35(i), school board members were given considerable weight by slightly 
over forty-eight percent (48.1%). Thirty-two and a half percent (32.5%) gave very great 
weight. Slightly over fourteen percent (14.4%) gave some weight. Two and a half 
percent (2.5%) gave little weight. Under one percent (.6%) gave no weight. 
Lastly, in item 35(j), consultants received some weight by slightly under forty- 
four percent (43.8%) of the superintendents. Five percent (5%) gave very great weight 
and no weight to this item. Slightly over twenty-eight percent (28.1%) gave 
considerable weight. Slightly under fifteen percent (14.4%) gave little weight. Under 
one percent (.6%) indicated don’t know. 
One hundred fifty-four superintendents responded to items 35(b) and 35(h). One 
hundred fifty-five superintendents responded to items 35(c), 35(e), 35(f), and 35(j). 
One hundred and fifty-six superintendents responded to item 35(g); one hundred and 
fifty-seven responded to items 35(d) and 35(i), and one hundred and fifty-eight 
responded to item 35(a). 
302 
APPENDIX K 
SURVEY QUESTIONNAIRE DATA SUMMARIES OF 
ITEMS 23, 24, 25, 26, 27, 28, AND 43 
303 
For item 23, superintendents were asked to check which designations best 
described their district. Slightly over sixty-one percent (61.9%) identified their districts 
as K-12, slightly under twenty-one percent (20.6%) checked the "other" category. 
Under nine percent (8.8% each) checked the regional and vocational-technical. There 
were seven written responses to survey item 23, "other" category; this was a response 
rate of a little over four percent (4.3%). For each of the seven responses, there were 
seven different explanations to describe the school district: K-12 and regional; K-8; 
pre-K to grade 6, for three towns; K-12 comprehensive with vocational technical; K-8, 
regional 9-12, and supervisory union; pre K-12; and superintendency union and 
regionalized district. 
In item 24, superintendents identified which grade levels were included in their 
districts. Sixty-two and a half percent (62.5%) indicated their districts to be K12, and 
twenty percent (20%) indicated "other". Seven and a half percent (7.5%) indicated 
vocational/technical. There were seven written responses to survey item 24, "other" 
category; this was a response rate of a little over four percent (4.3%). Superintendents 
indicated the following information about which grade levels were included in their 
districts. For one response, there were two of the same explanations: Pre-K-12. For 
the other six responses, there were six different explanations: pre-K, 5-8, 9-12, K-8; K- 
12, vocational technical, post graduate, post secondary, pre-school; pre-K; two 
elementary (K-5) districts, regional district (6-12); and pre-K-12. 
In item 25 superintendents were asked if their school district provided pre¬ 
kindergarten education. Pre-kindergarten education is provided in slightly under eighty- 
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four percent (83.8%) of the districts. One hundred fifty-nine superintendents responded 
to this item. There were two written responses for survey item 25, "other" category; this 
was a response rate of one and a half percent (1.5%). Related to their district’s 
providing pre-kindergarten education, one superintendent indicated that this was 
provided, but for special education students only. The other superintendent indicated 
that this is fee-based. 
When questioned in item 26 about whether the school district provided child/day 
care, almost forty-two percent (41.9%) of the district superintendents responded "yes". 
One hundred fifty-seven superintendents responded to this item. 
In item 27, superintendents were asked whether their district currently has a 
school-business partnership in the community. Slightly over seventy-six percent 
(76.3%) of the respondents said "yes". One hundred fifty-seven superintendents 
responded to this item. 
In item 28, superintendents were asked how many central office administrators 
there were in their districts. The average number was 2.79. One hundred fifty-five 
superintendents responded to this item. 
For item 43, superintendents were asked how many staff members report to 
them directly. The average number reported was 17.97. 
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